14-19 curriculum and qualifications reform : interim report of the working group on 14-19 reform by Tomlinson, Mike
14-19 Curriculum and
Qualifications Reform 
Interim Report of the Working Group 
on 14-19 Reform
February 2004
www.14-19reform.gov.uk

Working Group on 14-19 Reform: Interim Report
I am pleased to submit our interim report. This builds upon the progress report which
we published last July and sets out in more detail our proposals for a system of
learning programmes and diplomas for 14-19 year-olds in England.
In this phase of our work, we have focused on setting out the principles and design
features of a reformed system. Our intention is to provide as clear as possible a
picture of the rationale, objectives and final state of the reform process. We will be
seeking views from a wide range of learning providers, employers, young people,
parents and other stakeholders on these proposals to help shape our final
recommendations later this year.
There is still much to do. We need to fill in some of the uncertainties set out in this
report about the design and operation of the new system. We must ensure that the
diplomas can be rigorously assessed and reliably reported. Also — and just as
importantly — we must ensure that what we propose is manageable for schools,
colleges, training providers and others to deliver; and that we can realistically
envisage an implementation process over the next ten years which makes carefully
phased progress towards the new system, without undermining the stability and
credibility of the existing arrangements for those young people who will pass through
their 14-19 learning during the transition. These issues will be central to the next
phase of our work leading up to our final report.
We are greatly indebted to the many hundreds of organisations and individuals who
have contributed to the consultation and constructive debate which has accompanied
our work so far. Without them, we would not have made the progress we have.
We would very much welcome any observations which you wish to make about our
emerging proposals.
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Summary of Proposals
This report outlines our proposals for long term reform of the curriculum and
qualifications for 14-19 year-olds, and the development of a unified framework
of learning programmes and diplomas covering all 14-19 learners in England.
We expect them to take up to ten years to implement.
These proposals build upon the broad principles set out in our Progress Report
published in July 2003 and on the overwhelmingly supportive and constructive
comments and responses during the subsequent consultation. 
We believe that they offer a coherent and effective way of organising 14-19
learning which builds upon the strengths of the current system, while seeking
to tackle long-standing weaknesses within it, particularly:
• low post-16 participation and achievement, and a need for more consistently
high-quality programmes, progression opportunities and qualifications,
especially for those who do not achieve level 21 by the end of compulsory
schooling;
• over-burdensome curriculum and assessment systems, which limit scope for
wider-ranging and in-depth learning, particularly in the A level route; 
• a fragmented and confusing system of vocational qualifications; and
• failure consistently to equip young people of all abilities with the generic skills,
knowledge and personal attributes they will need for future learning,
employment and adult life.
Diplomas: a framework for 14-19 learning
We propose a framework of diplomas for 14-19 learning at the first four levels
of the National Qualifications Framework:
• Entry
• Foundation
• Intermediate
• Advanced
Programmes and diplomas will not in general be linked to specific age ranges
within the 14-19 phase. Young people should be able to progress through the
system as far and as fast they are able. And, if they leave education and training,
they should be able to re-enter later with credit for their previous achievement.
Diplomas at each level ‘interlock’ with the levels above and below so that
achievement at each level provides a basis for progression to, and
achievement at the next.
3
1 Five or more grades A* to C at GCSE, a level2 NVQ, an intermediate GNVQ or equivalent
achievement.
A shared core and, in some cases, common elements within main learning will
enhance opportunities for learners to move between diplomas at any given
level without unnecessary repetition.
Template for 14-19 learning
The core: diplomas at each level share a common core designed to ensure
that all young people:
• progress over time towards at least level 2 in mathematical skills,
communication and ICT;
• undertake an extended project or personal challenge, reflecting the nature
and level of their programme, and enriching their learning by encouraging
them to pursue in depth an area of study which interests and motivates
them. In doing so they will acquire and demonstrate a range of research,
planning, analytical, critical and presentational skills required in employment
and higher education;
• develop a range of knowledge, skills and attributes, such as self-awareness,
self-management, working with others, international awareness and personal
and interpersonal skills;
• participate in wider activities based on personal interest, contribution to the
community as active citizens, and experience of employment; and
• undertake personal planning, review and guidance to underpin their
programme, consolidate their learning and inform their choices.
Main learning forms the major part of young people’s diploma programmes
and is selected by the learner. It will:
• ensure achievement and progression within individual subjects and areas of
learning which provide a basis for entry to specific employment sectors,
work-based training and HE;
• support specialised learning by providing any required or optional
complementary learning; and
• enable young people to select programmes to pursue their own interests
and/or to provide subject breadth and contrast with any specialist areas 
of study.
Choice and specialisation: diploma and programme types
The framework will be organised to offer a choice from:
• a range of specialised diplomas, designed to provide the knowledge and
skills needed for entry to and successful progress in specific employment
sectors and areas of further learning; and
• open diplomas which enable the learner to select a mixed pattern of
subjects or areas of learning. 
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Components of the diplomas
All diplomas will contain a number of components covering each of the
different elements and areas of learning within the diploma programme. 
To reinforce the importance of whole programmes and diplomas, these
components will not be qualifications in their own right.
Diploma components may in some cases grow out of existing GCSE, A level
and vocational programmes such as BTECs. Some existing qualifications will
need to be re-engineered to fit the framework, and new components will be
developed where necessary.
A unit or credit-based system would be developed for measuring component
volume and comparing and weighting the contribution of individual
components to the overall diploma. Individual components should be
transferable between, and give credit towards, all diplomas for which their
subject matter is relevant.
Recording and grading achievement
Diploma levels will provide a broad indication of learners’ achievement. But
they cannot on their own provide the detailed information that many employers,
training providers and higher and further education institutions want in order to
support their recruitment and admissions processes.
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Outline diploma framework and integration over time of MAs
Advanced Advanced MAs
Foundation 
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Entry to 
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Programmes
Specialised
Specialised
Specialised
Open
Open
Open
Intermediate
Foundation
Entry Personalised
Diplomas
Post-16
Mainly pre-16
Modern
Apprenticeships
During Key Stage 4 learners will follow open programmes incorporating the
statutory Key Stage 4 requirements, as well as the core and main learning
elements of a diploma programme. They will be able to opt for a substantial
element of applied, practical or vocational learning, but will not be able to
specialise wholly in specific occupational areas.
Modern Apprenticeships (MAs) will be linked to the diploma system through
clear progression routes and will eventually be fully integrated into the reformed
14-19 framework. 
We are considering three ways of providing more detailed differentiation
between the achievements of learners:
• using formal transcripts to record details of learners’ programmes and
achievements. These will accompany both the award of a diploma and
transition to another institution or into employment;
• grading of individual components within diplomas; and
• grading of diplomas within each level to reflect additional breadth and/or
depth of achievement above that required for a diploma pass. 
Assessment
Assessment of the diploma must consolidate learning, extend understanding
and develop skills, as well as measure achievement. Work is underway to
develop an assessment regime which:
• builds upon existing strengths and good practice in, and maintains the
standards of, assessment of Entry level certificates, GCSEs, A levels and
existing vocational and occupational programmes such as BTEC, City and
Guilds and OCR qualifications.
• enriches learners’ experience by using a variety of types of assessment
relevant to the content of their programmes;
• provides formative feedback on progress;
• ensures that all assessment is fit for purpose;
• avoids placing undue burdens on learners, teachers and institutions; and
tackles other concerns about the existing assessment arrangements; 
• embraces the potential benefits of e-assessment;
• makes appropriate use of the professional judgement of teachers; and
• is valid, reliable and quality assured.
Details of an assessment regime based on these principles will be developed in
the next phase of our work.
Next steps
We expect to present our final report and recommendations to the Secretary of
State in September 2004.
In preparing our final report we will be discussing our proposals widely with a
range of partners and stakeholders within education and training, business and
the wider community.
We have, in addition, identified a number of areas where we will focus further
work and on which we would particularly welcome comments, before
submitting our final report to the Secretary of State in early autumn. 
These include:
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• a more detailed specification for the content of the core;
• design principles and parameters to guide the specification of main learning
and the development of open and specialised diplomas; and the re-
engineering of existing qualifications to form components in the new
framework, whilst retaining subject coherence and rigour;
• the volume of learning and teaching appropriate at each diploma level;
• the assessment framework;
• the resources required to implement our proposals;
• carefully phased implementation arrangements to ensure that our proposals
can be introduced in manageable steps which preserve the integrity and
value of the learning and qualifications which young people take during the
transition from the existing to the reformed system; and
• the implications of our proposals for other elements of education and training,
particularly, Key Stage 3 and Modern Apprenticeships; and for contextual
factors such as the ways in which 14-19 learning is funded, and the
performance of institutions is measured and monitored.
You are invited to comment on the issues identified for further work or any
other aspect of the interim report. A form on which to submit your views can
be found at Appendix G or by visiting www.14-19reform.gov.uk
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1. Introduction:
Inclusiveness,
Challenge, Quality 
and Choice
Background
1. 14-19: Opportunity and Excellence, published in 2003, set out the
Government’s strategy for reform of 14-19 learning. It proposed short- and
medium-term changes to the curriculum for 14-16 year olds to combine
breadth of study with more flexibility for schools and colleges to tailor
programmes to individual aspirations, needs and aptitudes. The strategy also
recognised that a longer-term reform process was needed to tackle historical
weaknesses in the structure of 14-19 learning in England. It is these longer-
term issues that the Working Group was asked to consider. Our terms of
reference are at Appendix E.
2. Our July 2003 progress report set out a rationale and broad design
principles for 14-19 learning. These formed the basis of a consultation with
young people and other stakeholders in education, employment and the wider
community. There was wide support for the progress report as a basis for our
further work. Input during the consultation has been important in helping us to
fashion the more detailed proposals set out in this report. Appendix B provides
more information on the July report and consultation outcomes.
3. Building on the July document and consultation, this interim report sets out
more detailed proposals for a 14-19 phase characterised by inclusiveness,
challenge, quality and choice, where all students are able to achieve
qualifications which reflect their very best performance.
What will success look like?
4. We will have fulfilled our remit if:
• young people are motivated to continue learning, whether in education,
training or employment, and face fewer barriers to participation and access; 
• all young people are presented with meaningful choices and stretched
according to their ability;
• each young person’s experience is better tailored to her/his needs, interests
and aspirations; 
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• young people are taught to be aware of themselves, their talents, their
aspirations and limitations; to understand how they appear to, and interact
with others; and to create a vision for themselves and their future which they
can use to make choices;
• the burden of assessment on young people – and teachers and institutions –
is significantly reduced;
• young people achieve more, both in educational attainment and outcomes
relating to their knowledge, attributes and skills as individuals, learners,
employees and members of the community;
• they are supported and have their achievements recognised and valued by
themselves, employers, HE, parents and the community; 
• their achievements and experiences provide a sound basis for progression
and allow employers, training providers and education institutions to
differentiate between them as necessary; and
• The diploma as a qualification is valued.
The case for reform
5. 14-19 marks a critical phase for young people both in their learning and 
in their personal development. It is the period when they build on their earlier
learning and prepare for lifelong learning and employment whilst also moving
towards adulthood. Many young people make this transition well, but too 
many do not.
6. Poor skills contribute to a productivity gap between the UK and its
competitors of 20-25 per cent2, and the “knowledge economy” demands 
ever-higher levels of knowledge, skill and flexibility among the workforce. 
The Institute for Employment Research forecast that the demand for qualified
workers will increase considerably by 2010, with the fastest increases at
graduate level and continuing increases at level 3. Today’s young people will
need to be able to cope with changing demands which will require them to
have broad knowledge and transferable skills, as well as specific training.
These include interpersonal skills, analytical skills, such as problem-solving,
skills related to the organisation and management of work and learning, and 
international awareness.
7. While Curriculum 2000 and subsequent reforms have delivered some
progress with the promotion of Key Skills, a widening of the post-16 curriculum
and the introduction of Advanced Extension Awards (AEAs)3, these reforms
focused on Advanced level and will not secure the system change needed. 
For instance:
• some employers and HE still complain that young people leave education
without the knowledge, skills and attributes necessary to function and
progress in the workplace or education. Only 55 per cent of employers
9
2 The 2003 ONS/OECD International Comparisons of Productivity revealed that UK
productivity is 20-25 per cent lower of that in the US, France and Germany. Up to 20 per
cent of the gap is attributed to the UK’s lower skills.
3 A 2001 study revealed that 73 per cent of those on AS-type programmes were taking 4 AS
levels, while 13 per cent were mixing academic and vocational study.
surveyed by the CBI were satisfied that school leavers are equipped with
basic literacy and numeracy and even fewer, 39 per cent, were satisfied that
they have key skills, such as communication, working with others and
problem-solving4;
• although the introduction of the AS has increased the volume and coverage
of Advanced programmes and given young people the option to experiment
before settling on subjects to study to full A level, the evidence to date
suggests that the reforms have been at best only partially successful in
promoting breadth. There is a strong belief, too, that the reforms have
resulted in an excessive burden of mechanistic assessment, sometimes at
the expense of wider learning and personal development;
• AEAs have not been fully integrated into the existing Advanced level
framework and are currently available in only 17 subjects;
• The range of current vocational programmes is fragmented and confusing.
Young people, parents and end-users are often unenthusiastic about the
status and quality of the learning on offer. Some vocational qualifications are
clearly understood and have credibility with employers and HE, but there is
still some way to go in ensuring a consistent and readily understood range 
of vocational programmes which are, and are seen to be, worthwhile in their
own right.
8. Reforms to Modern Apprenticeships have included the progressive
inclusion of vocational education, in the form of Technical Certificates, for all
MAs. These ensure the development of relevant knowledge and understanding
and provide opportunities for subsequent progression to higher-level
qualifications. However, considerable work is needed if MAs and other work-
based provision are to be fully integrated into a single framework where flexible
progression is possible.
9. Overall, the system is confusing and lacks transparency. In seeking to
respond to the changing demands of education, labour markets and adult life
more generally, the qualifications system has developed in a fragmented and
confusing manner, and is now in need of system-wide reform. There are too
many qualifications and specifications, too many of which have variable and
uncertain currency. This means that many learners often lack a clear route map
through the system, and employers and HE are often unclear about the
relevance and value of qualifications which young people hold. 
10. Too many young people leave learning or fail to progress. High truancy
rates and behavioural problems are evidence of significant disengagement at or
before age 14. Only 40 per cent of students gaining 1-4 grades D-G at GCSE
go on to further education. Data from 2001 rank the United Kingdom 27th out
of 30 among developed countries for the participation of 17 year olds 
in education and training (OECD, 2003). Among the OECD countries, only
Mexico, Turkey and Greece have fewer 17 year olds engaged in learning. 
11. Poor participation is compounded by low levels of attainment. While our
students are performing well at 15-16, ranked in the top 10 for reading literacy
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4 CBI snapshot survey, 2003.
(7th), mathematical literacy (8th) and scientific literacy (4th) in the recent OECD
PISA survey, over 5 per cent of young people reach the end of compulsory
schooling with no qualifications. Performance at level 3 and above presents 
a mixed picture. By age 19-21 young people in the UK outperform those in
Germany in the achievement of general qualifications and those in France 
in vocational qualifications. Overall achievement at this level is on a par with
France and behind Germany.5
12. Within England, achievement of qualifications above level 2 is unequally
spread across social classes. Half of those from higher socio-economic groups
get level 3 qualifications compared to a third of those in lower groups. A young
person from a professional background is 5 times more likely to go into HE
than one from an unskilled background.
Strategy for reform
13. Since the 1970s there have been numerous initiatives aimed at reforming
14-19, but most have resulted in piecemeal change. The time has come to
stop this tinkering and to develop a coherent approach to the curriculum and
qualifications available to 14-19 year olds. This report outlines a framework of
diplomas capable of tackling the weaknesses of our system and able to meet
the challenge of providing high-quality education and training for all 14-19 
year olds. In particular, a diploma framework offers advantages which cannot
easily be secured within programmes comprised of smaller qualifications.
These include:
• recognition for the achievement of the whole 14-19 cohort within a single
common framework which is transparent and easily understood by learners,
teachers, parents, higher education (HE) and employers;
• an inclusive ladder of progression where achievement is recognised at
specific levels, but diplomas are locked onto one another so that
achievement at one level builds towards achievement at the next; 
• coherence, structure and relevance within all young people’s 14-19 learning,
which links clear choices to options for subsequent progression in learning
and employment, whilst also allowing for learner choice and for movement
between different routes;
• a core of learning and assured achievement for all in key components, such
as communication and mathematical skills, irrespective of the route chosen;
• tackling arbitrary distinctions between, and giving recognition to, different
types and modes of learning and achievement through the use of common
design features, particularly the common core, prescribed volume and 
a single, but appropriately differentiated, assessment regime;
• ‘space’ for innovative learning and teaching and personal choice;
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5 Skills Audit data (Steedman 2000) reveal that in 1998 29 per cent of UK 19-21 year olds held a
general qualification at level 3 or above, compared with 22 per cent in Germany (based on
1997 figures) and 38 per cent in France. Figures for vocational qualifications were 14 per cent,
5 per cent and 26 per cent respectively, and overall Germany outperformed both the UK and
France at 43 per cent, with 48 per cent of its 19-21 year olds having achieved a qualification
at level 3 and above.
• a framework for a reduction in assessment burden (particularly external
assessment);
• trustworthy qualifications of sufficient volume to deliver breadth, depth and
stretch and of which the whole is greater than the sum of the parts; and
• more information about learners’ achievements and their development of
knowledge, skills and attributes.
14. In developing our proposals for a diploma framework with these features,
we have acknowledged the distinctive strengths within our existing system:
• Young people have a lot of freedom to choose subjects and courses that
most suit them and their aspirations.
• A levels and some vocational programmes provide those who take them with
a well-established and effective route to higher education.
• A levels offer the chance to pursue in-depth academic study post-16.
• There are long-standing and highly-regarded programmes of college and
work-based training for some employment sectors.
• Increasingly, 14-19 year olds are able to combine vocational and academic
learning.
15. Our proposals build upon and enhance these features in developing a 
14-19 phase characterised by inclusiveness, challenge, quality and choice.
16. Inclusiveness is at the heart of our vision. Our work has been driven by a
desire to ensure that a choice of high quality programmes, qualifications and
types of learning is available to the whole 14-19 cohort. This means providing 
a range of types and levels of programme and a choice of settings – in school,
college or work-based learning, or a combination of these. Crucially, it also
means meeting the needs of those with learning difficulties and others who
face obstacles to learning with the opportunity to progress and achieve within
programmes which reflect their personal circumstances.
17. Challenge is required for those at all levels who currently find that their
learning is undemanding, or that they cannot progress as far and as fast as
their capabilities would permit. Many existing level 3 programmes, from A level
to Advanced MAs, do not always provide sufficient stretch. We want to remove
any ceiling on young people’s achievements and ensure that end-users are
able to differentiate effectively between high performers.
18. Quality – A high quality system is one where programmes of learning and
their outcomes are valued by young people, providers, end-users and the
wider community. It is not just a matter of attainment representing high
standards of intellectual challenge; attainment should demonstrably require
effort, hard work, perseverance and attention to detail. A high quality system
should balance specialisation and general learning, motivate learners and meet
the needs of end-users. The qualifications representing attainment must make
sense, whether they encompass skills and knowledge which can be put to
practical use in future life, provide a basis for participating in a common culture,
or cover subjects which excite interest and provide the basis for future study.
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19. Quality must be assured if choices are to be meaningful and qualifications
valued in this way. For too long, the quality of some qualifications has been
open to doubt. In developing our proposals, therefore, quality and quality
assurance mechanisms will be integral features of the assessment
infrastructure. It is through these that the credibility and reliability of the
qualifications system can be maintained.
20. The quality of 14-19 education also depends on its content and the
teaching and learning techniques through which it is delivered. While our remit
has led us to focus more on the former than the latter, we have no doubt that
the success of the system will rely on the quality of teaching and learning as
well as on framework design. Initial teacher training, trainer training and
continuing professional development must, therefore, be foci of implementation
work. In addition, it is vital that assessment requirements support rather than
limit high quality teaching and learning.
21. Choice is needed to recognise the differences between the needs and
aspirations of individual learners and contributes to making a reality of
personalised learning. It is our intention that young people should be able to
exercise meaningful choice about what route they take, the extent to which
they specialise, where they learn and how they learn. They should have a
choice of programmes and pathways, all of which offer high quality learning
and progression through the 14-19 phase and beyond, and which contain
scope for personalisation to their particular individual interests. The choices
young people make should not close other options to them. They must where
practicable, be able to move between programmes at the same level, as well
as vertically, gaining recognition for the progress they have already made.
22. To make the most of these opportunities, young people must be prepared
with the skills and self-awareness to exercise their choices effectively. They
need to be supported by information, advice and guidance services tailored 
to their particular needs. This means ensuring that teachers, trainers, advisory
services and others are provided with the knowledge and training necessary 
to help young people make choices that are right for them.
Conclusion
23. Overall, we need a 14-19 framework which is transparent and easily
understood, and which recognises and values achievement at a number of
levels and types appropriate to each learner; where those who need it are
given headroom because achievement has no ceiling; where everybody can
progress to valued qualifications, all of which offer further progression; and
where all are able to tailor their educational path to their needs and aspirations,
while developing the attributes and skills to succeed as individuals and
learners. Above all, we need a framework where every learner matters.
24. The benefits to the individual will be a choice of progression routes which
are both clear and meaningful, and which combine depth with breadth and
rigour. The benefits to employers and HE will be young people equipped with
specific and transferable knowledge and competent in a range of essential
skills, and a qualifications framework which will enable them to differentiate
more readily between the achievements of learners. The benefits to the
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economy will be a flexible workforce able to cope with shifting demands and
increased productivity. The benefits to society will be citizens fully prepared to
participate in the economic and social life of the community.
25. We welcome debate about our proposals and are confident that they can
withstand critical appraisal. The new system will, in many respects, be wider-
ranging and more demanding than the programmes which young people follow
at the moment. There will be no “dumbing down”; the learning programmes
and the diploma will build on the very best traditions of rigour in the current
system, ensuring that quality is an assured feature of all programmes and
qualifications. Assessment standards will remain high, with new modes of
quality assurance offering even greater confidence in the assessment system.
There can be no one-size-fits-all approach; differences between learners and
between the different types and purposes of 14-19 learning are central to these
proposals, which are underpinned by teaching and assessment that matches
the nature and content of individual programmes.
Next steps
26. In this report, we have focused on how a new system could work once
implemented. We have not yet tackled implementation arrangements, though
we are aware that getting these right will be crucial to the success of our
proposed reforms. The difficulties arising from rapid implementation of some of
the Curriculum 2000 reforms, highlighted by the Inquiry into A Level Standards,
should not be repeated.
27. Implementation arrangements and timescales will be carefully considered in
the next phase of our work and set out in the final report. We must ensure that
our proposals can be implemented without undermining the existing system or
causing excessive upheaval. We will, in addition, need to examine what
implications our proposals will have for other elements of education and
training, particularly Key Stage 3 and Modern Apprenticeships.
28. Over the coming months we will also return to some of the issues touched
upon, but not resolved, in this report. These include setting out in detail the
content of the core at each level; establishing design principles which will guide
the specification of main learning; specifying the volume of learning and teaching
appropriate at each diploma level; and developing the assessment framework. 
29. If reform is to succeed it must attract support from key stakeholders –
including employers, HE, schools, colleges, training providers, parents and
young people themselves. We are particularly keen to have the reactions of
young people in order to ensure learner support. 
30. Even when the final report is published we do not expect to have definitive
answers to every issue: the new system must be adaptable to new and
changing circumstances, especially when implementation is likely to be over 
a ten-year time-scale. Nevertheless, a certain amount of “future-proofing” is
required to ensure that when implemented, our proposals remain true to the
principles we have devised in consultation with partners and stakeholders. 
Our framework must be robust, but flexible, and our final report will pay
attention to the arrangements necessary to keep it under review.
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2. Principles of 
14-19 Curriculum and
Qualifications Design
Summary of this chapter:
The design of the framework for 14-19 learning programmes and the diploma
must be informed by a clear set of design objectives – set out below. These,
when taken together, will ensure that all young people have access to high
quality learning programmes which: are coherent; balance generic skills,
knowledge and personal development, with more specialised learning chosen
from within specific academic disciplines and vocational areas; offer clear
progression through the 14-19 phase; and have relevance and currency for
progression into further and higher education, training and employment.
Particular attention is needed to tackle two key weaknesses in our existing
system. Firstly, more effective programmes and progression routes are needed
for those young people who fail to achieve the equivalent of 5 A* to C GCSEs
grades by the end of compulsory schooling. Secondly, all young people should
be stretched to their full capacity and the qualifications framework should allow
those who can to progress further than the current upper limit of the main
Advanced level qualifications.
Design objectives
31. We need a 14-19 curriculum and qualifications framework capable of
tackling the long-term structural weaknesses of 14-19 provision and enhancing
the learning experience of all young people, whilst also building on the
strengths of our existing system. We believe that it is necessary to take a new
approach to learning programmes and qualifications to meet these objectives. 
In place of our existing system, in which programmes are often built up by
combining a range of smaller free-standing courses and qualifications, 
14-19 learning should take place within a clear structure which:
• shapes the overall design of learning programmes; 
• ensures that all young people acquire a range of common knowledge and
skills, whilst also enabling them to choose their main areas of learning;
• provides coherence within individual programmes and across the 14-19
phase as a whole;
• offers clear progression from one level to the next; 
• gives young people who change direction or re-enter education credit for the
learning that they have already undertaken; and
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• recognises and accredits achievement in ways that are meaningful and
transparent to the learner and to those who use qualifications for recruitment
and selection.
32. The reformed curriculum and qualifications framework must:
• promote, recognise and differentiate achievement. Across the full
spectrum of abilities, aspirations and chosen types of learning, achievement
should be recognised by qualifications and programmes which stretch and
motivate young people to achieve to their full potential; are credible and
respected in their own right as effective preparation for particular types of
further learning and employment; and through which the level and nature of
learner achievement are clear. 
• provide breadth of knowledge, skills and experience. All young people
should have opportunities to acquire the attributes they need to progress 
to higher levels and to different types of learning; support mobility and
progression in employment; and which give them the ability to manage their
adult lives successfully. Employers and HE continue to be concerned about the
extent to which even well-qualified young people sometimes lack these skills
and knowledge – not just in maths and communication but also in the wider
skills, personal development and general knowledge which are needed for
success in learning and the workplace.
• offer clear structures, choices and flexible progression routes. 
The options which young people have open to them must offer clarity and
distinctiveness of choice. The current qualifications framework includes nearly
4,000 individual qualifications. These vary greatly in size, purpose and level.
Many, but by no means all, provide planned progression from lower levels to
higher in the same subject or area. And such progression may take place
only within relatively narrow areas of learning, and may form only a part of 
a learner’s overall programme. Fragmentation of provision and proliferation 
of options make it difficult to plot an effective path through the system. 
Young people must always have options for progression, either vertically 
into the next level of their chosen pathway or across into other types or 
areas of learning. This is not just a matter of good advice. All learning
programmes should open progression routes to higher levels of learning 
(to at least level 3) and give good prospects of entry into higher education,
employment, or both. 
• provide clear links between 14-19 learning and progression into
further learning and employment. 14-19 learning should be linked with
the range of destinations which young people wish to pursue afterwards. 
This means offering a range of high quality learning programmes and
qualifications matched effectively to the full range of potential destinations
after the 14-19 phase. Young people must be able to see how their options
within 14-19 learning relate to their longer term aspirations. It must also be
clear to others such as employers and higher/further education the extent to
which different types of 14-19 outcomes meet their admission requirements. 
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33. In developing our proposals we have had very much in mind two key
issues. Firstly, we are intent on allowing learners to be stretched beyond the
ceiling of achievement of the main existing Advanced qualifications. Within the
reformed curriculum and qualification framework, those who are able should
have the additional headroom to pursue their chosen subjects or areas in as
much depth as they are capable and receive credit for their learning without the
need to resort to additional or exceptional qualifications such as the Advanced
Extension Award.
34. Secondly, we must tackle the absence of consistently high quality level 16
programmes and qualifications; and progression routes for those who achieve
this level by the end of compulsory schooling. Too often, level 1 is in effect
obtained by failing to obtain level 27. Young people who hold only level 1 by the
end of compulsory schooling are up to three times more likely to be outside
full-time education or work-based training at age 16 than those who achieve
level 2. And over 40 per cent of those who achieve level 1 but no higher by
age 16 fail to gain level 2 or better qualifications by age 19 despite the fact that
most take some form of post-16 education and training.8
Developing the framework
35. Our progress report set out a broad curriculum and qualifications
framework which we believed was capable of meeting these objectives. 
Since the publication of the report we have been working to translate those
broad principles and design outline into a more detailed curriculum and
qualifications framework. 
36. In particular, we have sought to build upon the proposals for broad
programmes and a framework of diplomas built up from a range of smaller
units or ‘components’. 
37. In developing our proposals our working assumption is that a full-time
programme leading to a diploma should typically involve 1200 hours guided
learning time, or approximately 20 hours per week over a two year programme.
This is less than the average time available at KS4. Many post 16-learning
programmes are already this size, or larger. But others are significantly smaller.
The LSC funding system specifies 450 hours per year (approximately 15 hours
per week) as the minimum requirement for full-time learning. We recognise, 
of course the potential implications of increasing the size of programmes for
significant numbers of learners. We will be looking carefully at the resources
needed to implement this and other aspects of our proposals in the next phase
of our work.
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6 5 or more grades D to G at GCSE, a level 1 NVQ, a Foundation GNVQ or equivalent
achievement.
7 5 or more grades A* to C at GCSE, a level2 NVQ, an intermediate GNVQ or equivalent
achievement.
8 Youth Cohort Survey
3. Diploma
Programmes: 
A Template for 
14-19 Learning 
Summary of this chapter
In order to ensure that all 14-19 programmes comprise a balance between the
generic learning needed by everybody for further learning, employment and
adult life and the specific subjects and areas of learning in which young people
wish to progress, all 14-19 programmes should comprise:
• a core of generic skills, knowledge and experience common to all
programmes and diplomas at a given level; and
• main learning comprising the specific subjects or areas of learning chosen 
by learners to suit their personal aptitudes, preferences and ambitions.
The common requirements of the core would include achievement in
mathematical skills, communication and ICT with the aim of ensuring that all
young people progress over time towards at least level 2 in these areas. All
learners should also undertake an extended project or personal challenge
appropriate to the level of their overall programme and designed to help them
acquire and demonstrate the independent working, problem solving, research,
planning, analytical and presentational skills valued by employers and HE. 
A range of common knowledge, skills and attributes, such as self-awareness,
self-management, interpersonal skills and international awareness, should 
be integrated into delivery of the programme as a whole. And all learners
should participate in some wider activities based on personal interests,
contribution to the community and experience of employment to foster their
personal development. In addition, all young people should have access to
personal planning, review and guidance to underpin their programmes,
consolidate their learning and inform their choices.
Main learning would:
• ensure achievement and progression within specific subjects and areas of
learning;
• support any area of specialisation by providing any required or optional
complementary learning;
• enable young people to select subjects or programmes to purse their own
interests and/or to provide subject breadth and contrast with any specialised
areas of study.
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A template for balanced programmes
38. In our July report, we proposed a template for 14-19 programmes which
consisted of three strands:
a. Core 
b. Specialist learning 
c. Supplementary learning 
39. We now propose the template set out in fig 3.1, within which all 14-19
programmes should comprise a core of generic components common to 
all programmes at a given level; and main learning, consisting of specific
academic, theoretical and/or vocational knowledge, skills and understanding. 
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Figure 3.1: Template for 14-19 programmes and diplomas
The Core 
40. The purpose of the core is to provide a range of formal and informal
learning which will help young people to develop and use the range of skills,
knowledge and experience which they will need for the future. This should
include direct teaching, learning and assessment of some skills, such as
numerical and communication skills. It should also include teaching, learning
and experience, (both inside and outside formal school), college or workplace
learning (to provide opportunities for young people to develop and use
common skills), knowledge and experiences – such as the wider Key Skills,
personal attributes and general knowledge of the world. 
Main Learning
• Specialisation
• Complementary learning
• Learner choice
Core
• Mathematical skills
• Communication
• ICT
• Extended project
• Wider activities
• Personal planning, 
review and guidance
Common
skills
41. As well as promoting vertical progression in learning or work and keeping
options open, the core should minimise the impact of ‘false starts’, firstly by
developing the skills which will help learners manage transitions between
programmes and institutions; and secondly, by enabling learners to move
between different subjects or diplomas whilst retaining credit for some
elements of their previous achievement and avoiding the need for a completely
fresh start in another programme or diploma.
42. In our progress report, we defined the core as the minimum threshold of
skills and knowledge which all young people should acquire as a basis for later
learning employment and adult life. This implied that it would be the same both
in content and level for all young people irrespective of the content and level of
their other learning. Experience from our consultation suggests that this was
confusing, and many were unclear about how this universal threshold would
relate to the acquisition of generic skills at higher levels as part of the
‘supplementary learning’ strand as young people progressed through the 
14-19 phase.
43. We now propose, instead, that the level of the core should vary according
to the overall level of the programme and diploma which a young person is
following.
Components of the core
Mathematical skills 
44. For each level of the diploma there should be a specified minimum level of
specified functional competence in mathematics, with the aim of ensuring that
as many young people as possible progress to at least level 2 during their 
14-19 learning. We are exploring ways in which this competence can be
delivered and assessed to provide greater flexibility from 14 onwards as an
alternative to the current reliance on GCSE mathematics. We look forward to
the recommendations of the current Post-14 Mathematics Inquiry for reform 
of the design and delivery of mathematics education. In the meantime,
paragraphs 134-137 of this report consider in more detail the place of
mathematics within the proposed programme and diploma framework and 
the steps needed to raise achievement.
Communication
45. Similarly, the existing GCSE English is not a good proxy for communication
skills. The diploma and programme requirements should include a minimum
specified level of functional language and communication knowledge and skills
at each level of the new framework. As with mathematics, further work is
needed to ensure that this can be delivered effectively and accessibly.
ICT
46. ICT skills are central to many aspects of modern life. Their place must be
assured within 14-19 programmes. At current levels of these skills within the 
14-19 cohort, we would propose discrete learning and assessment. However,
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this is a fast-moving area. We believe that the nature of ICT development should
be kept under review, as young people increasingly acquire these skills earlier
and faster than their predecessors. Within the ten year time-frame for
implementation of our proposals it may be that ICT skills will have become a
standard tool that the vast majority of young people take for granted by age 14.
In this case, most learners would not need to give these skills specific attention
within their 14-19 programmes. Arrangements will still be needed for the minority
who do.
An extended project/personal challenge 
47. An extended piece of personal work is one of the ways in which our
proposed system of programmes and diplomas would increase significantly the
challenge and variety of 14-19 learning. The project would be a substantial
piece of work appropriate to the level of individual learners’ wider programmes
and diplomas. Particularly at Intermediate and Advanced levels the project
would help them develop and use planning, research, analytical and
communication skills valued highly by HE and employers alike. At Entry and
Foundation levels the emphasis might be more on reinforcing basic skills and
developing young people’s capacity for independent learning. The specification
would be flexible so as to allow the nature of the project to reflect the learner’s
personal preferences and other areas of learning. The end product might, for
instance, be a written report, a piece of experimental science, an artefact, 
a personal performance or a video, through which the learner is able to
demonstrate a range of skills, knowledge and understanding. It would be both
internally and externally assessed and credit would be given for the final piece
of work and for the quality of the research, problem solving and communication
skills which had contributed to it. 
Common skills 
48. The core, and the diploma programme as a whole, should offer learners
opportunities to develop the knowledge, skills, experiences and attributes –
which we have labelled ‘common skills’ for the purposes of this report – to meet
their future needs as well as those of the economy and wider society. This
aspect of the diplomas will require more discussion and elaboration but at this
point we consider it helpful to think about the development of these attributes
through three dimensions – the reflective and effective individual learner
(e.g. skills such as problem solving, independent learning and the attribute of
personal persistence); the social learner (e.g. interpersonal and teamwork skills
and the ability to empathise) and the learner in society and the wider world
(e.g. the development of active citizenship and international awareness). 
49. While it is important that these are taught effectively, we envisage that they
would generally be embedded within the learning programme rather than
delivered as free-standing programmes or assessed separately. We therefore
see ‘common skills’ as enriching and strengthening diploma programmes so
that they provide important means of broadening learning. In our further work
we shall be developing a more detailed specification of the areas of knowledge,
skills and experiences which should be covered in this aspect of 14-19
programmes and the role that guidance can play so that learners can have
equal access to this form of enrichment. 
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Wider activities
50. Activities such as community, school or college service, experience of work
and personal interests such as sports or arts can provide both opportunities for
informal learning and personal development, and enrich young people’s lives and
their engagement as active citizens within their local communities. We believe
that they have a significant role to play, particularly in developing the ‘common
skills’, and should therefore be recognised within the diploma framework. 
Personal review, planning and guidance 
51. All learners must be taught and supported to review their learning and
achievement, understand the pathways open to them, and make well-informed
choices. Such support must be an integral element of the 14-19 programme
and diploma framework, and KS3, both to underpin formal learning in school,
college or workplace and to raise young people’s awareness of how their
informal learning and wider activities have contributed to their personal and
educational development.
52. Models for delivering such support vary. Learning mentors, teachers/tutors
and external agencies such as the Connexions Service all may all have a role 
to play. The Government’s publication 14-19: opportunity and excellence
proposed a more structured approach to personal planning and review before
and during the 14-19 phase, including the use of Individual Learning Plans,
and the development of a toolkit to support learners and their advisors in
preparing and reviewing the plans. We support this approach, and believe that
it must be extended to cover all learners if they are to make effective progress
and well-informed choices about their future learning and employment options. 
53. There is a widespread perception that existing mechanisms for the delivery
of advice and guidance are not yet of a consistently high quality, and often
form a targeted service rather than a universal entitlement. Extending the
availability of support, particularly from school and college staff, has significant
workload and resource implications which would have to be tackled before
advice and guidance could approach the levels of quality and availability
needed to underpin the new 14-19 framework. We shall be considering further
how these issues can be resolved in the next phase of our work. In the
meantime we would very much like to receive any local or regional case studies
which offer possible models of effective practice.
54. Appendix C sets out the proposed delivery and assessment arrangements
for each of the elements of the core within our proposed framework.
Main learning
55. Alongside the core, 14-19 programmes must allow learners to devote 
a substantial part of their programme to specific subject- or sector-based
knowledge and skills. This main learning must provide:
• the knowledge and skills which enable young people to progress within
specific subjects and areas of learning, and from there into specific
destinations in education, training and employment;
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• scope for young people to pursue subjects or areas of learning which interest
them; and
• opportunities for learners to develop and use the generic knowledge, skills
and attributes which they need for successful progression in employment 
or learning.
56. Main learning in our proposed framework is analogous to the programmes
of GCSEs, A levels (GCE and VCE), GNVQs and other vocational/occupational
qualifications which currently form the bulk of most young people’s 14-19
learning. 
57. This strand would largely determine the degree of subject or sector
specialisation. It should comprise the elements of the programme which:
• give access to progression within specific subjects and areas of learning and
then into specific destinations in HE, employment and training after the 
14-19 phase;
• support the main areas of learning by providing any required or optional
complementary learning needed to support a main area of specialisation,
such as mathematics tailored to the needs of engineers or social scientists;
• enable young people to select subjects or courses to purse their own
interests and/or to provide subject breadth and contrast with main areas 
of study.
58. In addition to the minimum requirements for mathematical skills,
communications and ICT within the core, many young people will choose to
follow more theoretical and conceptual types of mathematics, English or ICT
intended to underpin further learning in these subjects, or variants tailored to their
main area of specialisation. These would give credit towards the main learning
element of the programme (see paragraphs 133-139 for further discussion).
Links between the KS4 statutory framework and
diplomas
59. 14-16 year olds have to follow the compulsory requirements of the National
Curriculum and other statutory curriculum requirements at Key Stage 4. From
September 2004, in addition to mathematics, English and ICT, all students will
be taught science, citizenship, religious education, work-related learning and
physical education. These subjects are not included in our proposed diploma
core, but achievement in them would contribute to the main learning
requirements of diplomas at the appropriate level. Just as there are currently
GCSEs in some of these subjects, components should be available which
enable achievement to count alongside other subjects towards the main
learning element of the new diplomas.
23
4. Choice and
Specialisation: Diploma
and Programme Types
Summary of this chapter
The reformed 14-19 framework would offer a range of diplomas and
programmes covering different types, subjects and areas of learning. The
structure for these should be clear and easily understood, and the content of
all programmes should be relevant for progression into further learning and
employment. The structure should cover all types of 14-19 programme, from
highly specific occupational training at one end of the spectrum through to
highly conceptual and theoretical knowledge-based programmes at the other.
In doing so it must also tackle the confusing proliferation of qualifications
currently open to young people, and help establish clearly the relevance and
currency of all individual diplomas and programmes.
Young people should be able to choose either:
• from a range of specialised diploma ‘lines’, designed to promote participation
and progression within specific disciplines and areas of employment, and to
provide a clear and widely recognised signal to employers, HE and others
about whether potential recruits have the range of specialised skills,
knowledge and experience they are looking for; or
• Open diplomas, enabling the learner to select a mixed pattern of subjects 
or areas of learning, similar to many GCE and VCE A level and GCSE
programmes at the moment.
14-19 diplomas would also provide a basis for smooth progression in the unit
and credit-based framework of adult qualifications being developed as part 
of current policy. It will be important to enable young people to accumulate
achievement towards their diploma in ways that can later also count towards
adult qualifications.
Modern Apprenticeships should be linked to the diploma system through clear
progression routes and they should eventually be fully integrated into the
reformed 14-19 framework.
Students in Key Stage 4 should be able to opt for a substantial element of
vocational learning within their programmes, but should not specialise in
specific occupational areas.
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Clarity, relevance and choice 
60. In our progress report we highlighted the potential continuum of framework
design approaches. At one end of the scale would be a highly open credit
framework, in which large qualifications are constructed from the ‘bottom-up’
by accumulating smaller units or credits to reach a specified volume and level
of learning needed to achieve a diploma. These units would be completely
interchangeable with little or no prescription of the content. The diploma would 
be achieved through gaining a defined volume of study at a particular level or
levels. Such a framework would be very flexible, and able to accommodate 
a huge range of personalised options in the types and content of the learning.
But it would offer only very weak guarantees or signals about the nature or
content of individual programmes. It would require tight control of design at 
the unit level to provide a basis for equivalence between units in volume and
level of achievement and care would be needed to avoid the over-assessment
problems that can arise within programmes comprised of many small units.
The relevance of any diploma to potential destinations in HE, training or
employment could only be assured by very careful choice of options, and 
could be communicated only by detailed examination of a transcript.
61. At the other end of the scale would be a highly prescribed baccalaureate-
style approach, in which the content and structure of each diploma would be
clearly delineated and separately designed as a full programme in its own right.
This approach would provide very clear pathways for learners and signals
about the content of individual diplomas, but would have little scope for
personalisation or for transferring partial achievement from one diploma to
another at the same level.
62. Neither of these two approaches on their own could meet the objectives
we have set out for the reformed framework. We need to take elements from
both to achieve an appropriate range of choice and flexible progression, on the
one hand; and, on the other, a coherent and distinctive range of options for
specialised learning underpinned by a common core. 
63. The framework must also be flexible enough to allow achievement within
one diploma, which is relevant to others, to be transferred if the learner decides
to change track, so that he or she does not have to repeat elements of her/his
programme unnecessarily. This applies particularly to components within the
core, which should have a common currency across the full range of
programmes. It should also apply to components of main learning which are
relevant to more than one specialised pathway. 
64. We have concluded that to provide these combinations of flexibility and
choice, two broad types of diploma are needed:
• Specialised diplomas, which by setting out a specialised curriculum, would
enable young people to focus on the learning needed for progression within
specialised employment and learning paths.
• Open diplomas, which would be closer in design to the open credit
framework approach and would offer learners relatively unregulated freedom
to choose mixed programmes, similar to those currently available through
choice of A levels and GCSEs.
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65. We must ensure that all potential diplomas are clearly linked to, and
relevant for, progression in further and higher learning, training and
employment. No young person should have the option of embarking upon a
programme which lacks currency for progression routes of this kind, or which
prevents her/him from achieving highly in her/his chosen specialised learning.
And each diploma should signal clearly the nature and content of the
programme so that employers, HE and others are clear about the relevance 
to them of different diplomas.
66. Figure 4.1 illustrates some of the principal progression routes through the
diploma system.
A. Specialised diplomas
67. For some potential destinations both in employment and in higher
education, a diploma will be relevant and useful only if it ensures that young
people acquire a specific range of knowledge and skills needed for
participation and progress in specialist areas or disciplines. For example,
successful participation in a physics degree requires a range of previous
scientific and mathematical achievement, whilst employment in the
construction industry needs to be underpinned by specific craft skills and
knowledge of the properties of materials. 
68. We therefore see the need for a range of specialised diplomas each of
which is designed – partly, at least, from the ‘top down’ – to deliver the
specific learning needed for a particular range of employment, training and/or
HE, and to provide a clear and manageable structure within which young
people can make informed choices about the pathways open to them.
69. Our preferred model for this is a range of broad ‘lines’ of specialised
diplomas covering the likely range of specialised academic and vocational
destinations to which young people are likely to aspire. These would provide
clear pathways and a route map for learners, and provide clear signals to
employers, HE, and others about the nature and content of the programme
which a learner has followed. These lines need to cover the full range of
meaningful specialist outcomes and destinations for which young people might
aim, whilst also ensuring that each has a distinctive identity and currency to
avoid the current proliferation and confusion in the range of qualifications
gained by young people.
70. There are already several classifications of specialised areas which might
provide a starting point for the development of distinctive diploma lines. For
instance the QCA and the regulatory bodies for Wales and Northern Ireland have
adopted a framework for sectors and subjects which covers 15 areas of learning
(see figure 4.2). The Adult Learning Inspectorate and OFSTED have used a
similar system to structure their inspections of 14-19 and adult provision.
71. Both these classification systems encompass both subject-based domains
and employment sector groupings (eg history, philosophy and theology and
social sciences as well as retailing and commercial enterprise). Use of a similar
system would thus avoid a simplistic assumption that specialised diplomas are
simply a way of re-labelling vocational learning. 
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Key Stage 3
Specialised options
Figure 4.1: Main progression paths through the Diploma framework
Higher education Employment
Foundation diplomas
Entry level diplomas
Entry to
Employment
Foundation 
Modern
Apprenticeships
Specialised 
Diplomas –
Intermediate 
(post 16 only)
Specialised 
options
Open Diplomas –
Intermediate
(mainly pre-16)
Open Diplomas –
Advanced
Specialised
Diplomas –
Advanced
Advanced Modern
Apprenticeships
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Figure 4.2: QCA Framework for sectors and subjects
• Health, public services and care
• Science and mathematics
• Agriculture, horticulture and animal care
• Engineering manufacturing technologies
• Construction, planning and the built environment 
• Information and Communication Technology 
• Retailing and commercial enterprise 
• Leisure, travel and tourism 
• Arts, media and publishing
• History, philosophy and theology
• Social sciences
• Languages, literature and culture
• Education and training
• Preparation for life and work9
• Business, administration and law
9 this category includes employability programmes, foundation studies, life skills, basic skills,
key skills, citizenship, and return-to-work and vocational skills. These would not constitute
a separate diploma ‘line’ in their own right, but would contribute to other types of learning
programme.
72. Within broad areas of specialisation along these lines we envisage that 
a further range of options would be available for a greater degree of
specialisation. There are various models for this type of design approach, both
here and abroad. The aim would be to ensure a range of diploma options
which provide a sound basis for progression into specific academic disciplines,
occupations or sectors. We propose (in paragraph 80) the need for further
work to identify the number and range of specialised diplomas and options.
But, drawing on the experience of other European countries with similar
systems for specialised learning, we believe that the appropriate balance
between choice and clarity would be provided by up to 20 broad diploma lines,
containing perhaps 100 more specialised variants as components within them. 
73. This would accord with positive experience both here and in those other
European countries which – like the UK – do not have a labour market
organised in tight occupational groups. Options for further specialisation within
the broad ‘lines’ would need to be designed to offer clear and distinct choices
about the degree of specialisation. However, there is no reason why further,
and perhaps more specialised, ones should not be added to the system,
where there is evidence of demand for them from the labour market, higher
education and young people, and where such specialisations would offer
proper scope for educational content and progression.
Maintaining continuity between 14-19 and adult learning 
74. The current QCA/LSC/SSDA review of vocational qualifications for adults
has begun to consider ways of rationalising the design of these qualifications.
In addition, the Skills White Paper 21st Century Skills: Realising Our Potential,
published by the Government last year, announced work towards a credit
framework for adult qualifications to allow greater flexibility in the delivery of
adult learning. Both these areas of work are likely to lead towards a much
greater degree of unitisation and credit-based approaches to the design and
delivery of adult learning. 
75. This approach might appear to run counter to our emphasis on whole
programmes and diplomas for young people. But in practice we believe the
two systems would complement each other effectively. 14-19 diplomas would
ensure that young people acquire a broadly-based, coherent programme of
knowledge, skills and experience. They would then be able to add to this in
flexible additional learning packages throughout their adult and working life. 
76. 14-19 arrangements and the emerging adult frameworks should be aligned
to allow learners to make a smooth transition between the two and secure
effective progression from young people’s to adult learning. 
77. Since qualifications in both systems are likely to be based on specified
components or units of delivery, these should be designed to have a common
currency across the two systems. The fundamental requirement is that young
people should be able to carry over credit from their completed or partially
completed diploma programmes towards relevant adult qualifications. 
78. These qualifications, as we understand it, are likely to be combinations of
components or units often with considerable flexibility about the variety of
combinations which are allowed. If that is the case it would be possible to use
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the components of 14-19 diploma programmes to contribute subsequently
towards particular adult qualifications. Of course it may be that additional units
will be required within adult qualifications for particular purposes such as
Advanced and specialised levels of technical skill. Equally, some components
of 14-19 diplomas might not feature in adult qualifications – especially those
components which provide breadth or a foundation of knowledge. And the
volume and assessment arrangements for components covering a common
range of content may be different to reflect the different circumstances of 
14-19 and adult learning. These variations would simply reflect the different
nature and purposes of young people’s and adults’ learning programmes.
79. So long as there are not rigid and conflicting rules about the size and
nature of individual components in 14-19 diplomas and adult qualifications, we
believe that the two systems would co-exist and link together constructively. 
Design principles for specialised diplomas
80. Although we have taken the QCA framework for sectors and subjects as
an example of the types of diploma that should be available, we do not intend
to specify in detail here the diploma lines and specialised options. The number,
range and organisation of specialised diplomas should be the subject of
consultation during implementation of the reforms. Judgements need to be
made carefully on the basis of providing a manageable range of options which
have clear relevance to progression into specialised professional and academic
pathways without introducing undue complexity. 
81. The design processes for specialised diplomas should be driven by the
clear objective of ensuring that every diploma is fit for purpose as a basis for
progression into the relevant academic or vocational sector. Stakeholders
must, therefore, be involved in the design process. The range of stakeholders
involved in each of the broad diploma lines might vary according to the nature
of the specialisation. The design must reflect the objectives of the overall
diploma framework as well as specialist requirements. Generally, we would
expect the design of specialised diploma content to take particular account 
of the views of:
• employers, including relevant Sector Skills Councils, who should have a
prominent voice in relation to sector-specialist diploma lines; 
• HE providers – who should take a prominent role in determining the content
of academic specialisations;
• professional and learned bodies;
• schools, colleges, training providers and employers who will be delivering the
diplomas.
82. Design parameters for specialised diplomas would ensure that, in addition
to the general requirements of the diploma framework:
• specialist content within individual diplomas is appropriate to the area of
specialisation and level of the diploma and manageable in volume for the
learner and the institution when it is placed alongside the core requirements;
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Occupational specialisation within broad areas 
of learning
In Sweden, upper secondary education programmes generally last 3
years and are currently organised into 17 areas of study (including, for
instance, Construction, Electrical Engineering, Natural Science, and Health
and Nursing). Reforms currently under way will reduce these to eight.
Whichever programme line they follow, all young people must study 
a nationally prescribed range of eight core subjects, including Swedish,
English, mathematics, science and PE) 
Each of the lines also has a block of required units which must be
undertaken. Alongside this block, each ‘line’ contains a range of
‘orientations’ – options for a greater degree of specialisation in years 2 
and 3 of the programme. For instance, within the Electrical Engineering
programme orientation options include automation, electronics, electrical
power technology and computer technology. 
In Britain, BTEC National Diplomas are grouped under 15 broad
vocational headings – eg. Engineering, Hospitality and Catering, Public
Services, and IT and Computing. Within these headings, there is a total of
around 100 specialised diploma titles or variants, intended to prepare the
learner for entry to work-based training and/or employment in a specific
occupational sector, or for progression to higher education relevant to 
that sector or a related area. For instance, within Engineering, Diploma
titles include Aerospace, Manufacturing, Vehicle Repair and Technology,
and Communications. 
• core components are common to all diplomas at a given level, and
transferable between them;
• where different specialised lines share specialised content, components
covering this content should have a common design wherever possible and
should be portable between diplomas to support flexible progression routes;
• common skills, knowledge and attributes are integrated effectively and
appropriately into the programme and assessment arrangements for 
all diplomas;
• all learners have access to high quality advice and guidance;
• whatever option is chosen, progression is available to Advanced level within
the diploma framework, and then into HE programmes related to the
specialist area. Specialised diplomas in vocational areas should also offer
clearly defined routes into related work-based training and employment;
• specialised diplomas related to broad occupational areas or employment
sectors, and particularly more specialised occupational options within them,
should be informed by relevant National Occupational Standards;
• a substantial period of properly structured and accredited work placement
should feature in all specialised diplomas of a vocational nature, and
progression routes to relevant modern apprenticeship frameworks should be
clearly established to enable a path to full occupational competence for
students entering the labour market;
• different types of learning should be delivered and assessed in the most
appropriate settings. For instance, theoretical knowledge and skills would
normally be delivered in educational environments, whilst many experimental
and vocational skills need to be developed and tested in a practical
environment;
• assessment styles are appropriate to the type of learning undertaken;
• carefully managed local flexibility would provide opportunities for tailoring
diplomas to local labour markets or other factors.
The diploma framework and Modern Apprenticeships 
83. Modern Apprenticeships (MAs) are a particular type of specialised
programme within the range of options open to young people. Although
delivered primarily in workplaces rather than in full-time education, MAs’ place
within the range of options for young people argues strongly that they should
be effectively integrated within the diploma framework. 
84. It is our view and aspiration that MAs should be fully incorporated into the
diploma framework, so that in pursuing an MA programme learners would also
satisfy the requirements for award of a diploma at the appropriate level.
Depending upon its content, an MA may form a significant part of a diploma at
Intermediate or Advanced level, meet the full requirements for such a diploma
or, in certain cases, exceed diploma requirements, with additional
achievements being recorded on the diploma transcript.
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10 QCA, 2003, Curriculum 2000 Review: report on phase 3.
85. We do not underestimate the extent to which MAs currently differ from
each other and from the proposed diplomas, nor of the scale of change that
might be needed to ensure that the full range of learning objectives for the
diploma framework would be incorporated into individual MAs. 
86. Although the content of MA frameworks is beyond our remit, we will
continue to consider the implications of our proposals for the design and
delivery of MAs. Examples of potential approaches to MA integration will be
included in the next phase of our work, and will need to build on the outcome,
due shortly, of the current DfES/LSC-led ‘end-to-end’ review of the delivery 
of MAs.
87. In the meantime, we are clear that MAs must be linked effectively to the
wider 14-19 framework to ensure that work-based training is integrated into
the range of options and progression routes open to young people.
88. Firstly, within specialised diplomas components should be available which
can prepare for and give credit towards the ‘off-the-job’ elements of MAs.
Broadly this means that occupationally specialised diplomas might provide the
opportunity for young people to meet the Technical Certificate and Key Skills
requirements of relevant MAs. Equally, in working towards a modern
apprenticeship, a learner should acquire some credit towards a relevant diploma.
89. Secondly, diploma programmes at one level should be available which offer
effective preparation for an MA at the next level. For instance, not only should
young people be able to progress directly from KS4 to an Advanced MA in
engineering, but also a specialised Intermediate diploma in engineering should
provide a sound basis for progression to the Advanced MA, as well as into 
a college-based engineering diploma.
B. Open diplomas
90. Relatively open, choice-driven, learning programmes involving mixed
patterns of subjects and areas of learning have a long-standing tradition and
currency within our system, in particular for HE entry and as a general
preparation for more advanced learning. Breadth and subject variety within
learning can be a virtue, and are built into the 14-19 arrangements in most
other European countries. 
91. Whilst also acquiring breadth of knowledge skills and personal
development through the requirements of the diploma core, young people
should, if they wish, be able to choose their main learning from a suite of
diploma components of similar sizes and levels, in much the same way as
students at the moment can choose mixed GCSE programmes at KS4 or a
variety of GCE and/or VCE A levels. For instance, analysis of entry patterns in
2002 suggest that up to 20 per cent of AS/A level programmes were ‘mixed’ –
with elements from each of the three domains of science/mathematics, social
science/humanities and arts/languages. A further 60 per cent were drawn from
two of these three domains.10
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Case study: NORTHALLERTON COLLEGE: 
Preparation for Employment Programme (PEP)
This pilot initiative, planned in partnership with the Learning and Skills
Council North Yorkshire, is targeted, in the first instance, at those young
people who have previously made the decision to remain in education at
16 years.
The scope of recruitment to this programme at Northallerton College is
therefore:
• Individuals undertaking a one-year GNVQ course;
• Those intending to leave after AS level / Single Award AVCE;
• Those not intending to go on to HE after A2 / Double Award AVCE.
Additionally, the programme is intended for those who intend to ‘stay
local’ for their employment after full-time education. The assumption is
that a good local job will have specific training attached to it; this could 
be a Modern Apprenticeship, in-house training scheme or professional
qualification course. The PEP will prepare the individual for such 
a ‘next step’ / new level of learning.
Specifically, PEP will offer the following:
• Awareness of, and exposure to the world of work, through for example,
appropriate work-experience in the preferred occupational area;
• Complementary skills development to those mainstream curriculum-
derived skills already taught / learned, such as:
• Giving a positive impression of oneself;
• Specific interpersonal and interview skills;
• Working with others (teamwork skills);
• Equal Opportunities and Diversity awareness.
• A basic understanding and appreciation of NVQs; Modern Apprenticeship
frameworks; work-based assessment and other WBL principles.
• The opportunity to begin building a portfolio / file of personal skill
evidence and market research which not only uses the Key Skills
element: ‘Improving own Learning and Performance’, but which also
contains useful local information about businesses, job opportunities,
transport and training etc. directly relating to the chosen area of
employment.
• CV-building, especially in terms of medium-term personal goals and
objectives.
• Awareness of the local socio-economic profile, potential employers and
job opportunities. A link to the Connexions service applies here.
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92. To reflect such open patterns of study within the reformed system, there
should a further broad ‘line’ of diplomas, which offers relatively free choice and
combination of components covering broadly the same range of subjects as
the existing A level and GCSE systems.
93. We see little reason to restrict artificially the range of choices within this
type of programme, but there will be a need to ensure that young people are
properly equipped to progress in their preferred subjects or areas of learning –
so, for instance, somebody wanting to study a science at Advanced level
would probably need to have a sound knowledge of the subject at Intermediate
level, and might also need to undertake some theoretical and conceptual
mathematics in addition to the core mathematics skills. 
94. In component design it will also be necessary to ensure that coherence
and progression is maintained within individual subjects. The size, degree of
modularity and assessment arrangements for individual components should
reflect the nature of the subject and expectations about the range of
knowledge and understanding expected at any given level for progression 
to the next. 
95. It will be necessary to look carefully at the design of assessment
arrangements for these components to avoid some of the concerns which
have arisen about unimaginative and over-burdensome assessment within 
14-19 programmes, particularly AS/A levels and GCSEs, to create ‘space’ 
for young people to learn in depth within individual subjects.
96. To maintain the range of choice within these ‘open’ diplomas, there should
be options which enable young people to mix academic and applied
components in much the same way as vocational VCE A levels may be
combined with GCE A levels under the Curriculum 2000 reforms. Drawing on
the broad vocational ‘lines’, we therefore envisage the development of a suite
of components which can offer an appropriate introduction to relevant
vocational learning within the context of a Open programme. 
C. Other issues relating to specialisation
Limits to Specialisation 
97. Typically, a specialised diploma would be intended as preparation for
destinations outside the 14-19 framework rather than as a milestone within the
14-19 phase. Specialised programmes are therefore generally focused on post-
16 learning. For those young people who are undecided on their employment
and education ambitions, it is important that they choose programmes which
maintain their progression options. Nevertheless, many young people are
personally committed relatively early to an occupationally specific goal and/or
are not motivated by broadly scoped subject based education. With careful
guidance specialised learning could help these young people attain and remain
engaged in education and training. We need to balance out this potential benefit
against the risks inherent in early specialisation.
98. On balance, we believe that KS4 programmes should remain ‘open’ 
in designation, with no single discipline or area of learning predominating.
Specialised programmes and diplomas should be options for progression 
at the end of KS4. Conversely there are possible dangers if young people
continue to pursue open diplomas at Intermediate level after 16, if these do 
not obviously lead either to continued learning or to the labour market, and
therefore represent a dead end. While there will be cases where such
programmes make sense (for instance for someone who could pursue an
Advanced academic programme with a little more time for preparation in a
range of subjects, or someone whose earlier education has been disrupted)
young people opting for such programmes should be carefully counselled
before embarking on them.
99. We have not yet reached a firm view on whether there should be
specialised post-16 diplomas at Foundation level. On the one hand, these
would provide a horizontal progression route for those who reach Foundation
level during KS4 but would benefit from consolidating their achievement at that
level within a more specialised programme, either as their highest level of
achievement or before progressing to higher levels. On the other hand, we are
uncertain how meaningful occupationally specialised diplomas at this level
would be to employers and others. And we also need to ensure that options
for horizontal progression within the Foundation level would not provide
disincentives to young people to progress to higher levels if they were able. 
Vocational learning at KS4
100. Although we are not proposing specialised diplomas at KS4, there is a
role for practical, applied and vocationally-specialised options as part of the
wider KS4 curriculum offer. Young people, whatever their ability, may wish to
follow such options as part of a mixed programme or as preparation for entry
into more specialised learning post-16. There is a growing body of good
practice to suggest how such options can be integrated effectively into 
KS4 programmes.
101. Such options should be available for all those young people who wish to
pursue them. The National Curriculum requirements from 2004 will typically
absorb approximately 50-60 per cent of the available curriculum time. We
envisage that the remaining available time would comprise relatively unregulated
choice of additional subjects or areas of learning, including options for extended
vocationally-related learning. These options should contribute to the achievement
of a diploma as components of the student’s main learning at the relevant level,
and would build on the approaches already available in many schools and
colleges for effective practical, applied and vocational learning at KS4. They
would be linked closely to progression into the broad vocational diploma lines we
have proposed earlier in this chapter and to Modern Apprenticeships; but they
should also allow for progression into a wide range of programmes and not
restrict young people to the vocational areas studied in KS4.
102 . We are clear that options for tailoring KS4 programmes in this way should
not amount to a focus wholly on the acquisition of specific occupational
competences. But we believe that extended work experience, or workplace
training, properly accredited and linked to the wider programme, might take up
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Case studies: current options for vocational learning 
at Key Stage 4
Naveed has two main interests: sport and photography. He wants to go
to college where he can do courses in both. He is a keen sportsman and
member of the local Hockey club and wants to go on to A level in sport
and physical education or an OCR Level 3 National Diploma in Sport. He
is also keen to develop his art and design skills and particularly likes being
able to work independently on his own coursework in the applied art and
design GCSE. The college to which he is applying has a range of practical
art courses including City & Guilds Progression Awards in photography,
which he could take units of alongside his sports course and continue
when he is older if he wants.
Rebecca is interested in going on to further study in engineering. Her
GCSE engineering course is delivered partly in school and partly at a local
FE college; she enjoys her visits to the college and likes the opportunity to
use a variety of engineering machinery. Rebecca is studying English,
maths, science, German, art, engineering and ICT. She wants to progress
to college or sixth form and then to university to study engineering.
Courses available to her include A levels in maths, physics, chemistry,
electronics or design and technology, and vocational A level in engineering.
However, she is also considering an Advanced Modern Apprenticeship in
Engineering and is applying to several organisations which offer
opportunities for subsequent progression to an engineering degree.
Oliver is studying English, maths, applied science, French, PE, and leisure
and tourism at GCSE. He is enjoying the practical approach of the leisure
and tourism course and has been on a number of visits to different tourist
centres and organisations. Oliver chose leisure and tourism and a modern
foreign language because he hopes to pursue a career with an airline as
ground or cabin crew. The leisure and tourism GCSE will provide Oliver
with opportunities for progression to college courses such as BTEC
National Diploma in travel and tourism, or vocational A level in leisure and
recreation. He is already learning about customer service and the range of
customer facilities offered by different organisations.
Kristina is studying GCSEs in English, maths, science, drama, dance,
and health and social care and is working towards an ASDAN
Bronze/Silver award. She wants to go to college after year 11 to do either
performing arts (BTEC National Diploma or First Diploma depending on
her results) or vocational training in hairdressing (BTEC award or C&G
Diploma). Although she is not planning a career in health and social care
she finds that the health and social care GCSE course has helped her
develop communication skills and has provided a contrast to some of her
other subjects including contact and interaction with industry personnel. 
Sarah wants to go to college to do a course in childcare when she is 16
and has chosen health and social care amongst her GCSE options. She 
is also taking English, maths, science, geography, history and food
technology. She feels that the health and social care GCSE is a good
preparation for childcare courses such as CACHE Early Years Care and
Education (NVQ levels 2 and 3) and says the course has helped her
develop her teamwork and portfolio building skills and her understanding
of what healthcare is like in the real world.
part of the available time. This should be closely linked to applied, practical 
or vocationally-related components – delivered in school or college, or in
partnership with a training provider. These components are intended to
introduce learners to broad occupational areas, and prepare them for possible
progression into more specialised diplomas or MAs after Key Stage 4.
Components similar in purpose to existing GCSEs in vocational subjects might
be examples of such applied, practical and vocationally-related components.
Diploma labelling
103. The labelling of qualifications is a difficult issue. There is a need to balance
clear signals about the nature and content of learning against the risk that
some types of label can become stigmatised, as has happened with many
existing vocational qualifications and some A levels. Many of the perceptions
about the status of individual qualifications reflect views within wider society of
the relative status of destinations in HE and employment. These are difficult to
tackle through education reform, since they reflect firmly embedded social and
cultural attitudes. 
104. We can, however, tackle perceptions based on the relative quality and
effectiveness of different types of qualifications. The proposals in this report will
go a long way to ensuring that all types of programme are fit for purpose and
will stand in their own right as preparation for further learning and employment.
105. We do not believe that the traditional academic/vocational distinction is
particularly meaningful except as a very broad indication of the extent to which
qualifications are linked with particular employment sectors. It would be even
less meaningful in the new framework, in which specialised programmes would
be available in a range of academic and vocational domains. 
106. But labelling nonetheless can play an important part in establishing the
currency and relevance of particular qualifications to specific destinations in HE
or employment. The balance of opinion in the working group is that specialised
diplomas should be ‘titled’, to give an indication of the nature and content of
learning and that these titles should be sufficiently limited in number and
sufficiently distinct to act as useful indicators of their relevance to individual
employers’ and HE institutions’ recruitment/selection needs. This would reflect
practice in other countries with diploma-type systems, as well as the labelling
by subject of university degrees and qualifications such as BTEC diplomas. 
We are also conscious of the possibility that, if no national labelling system is
adopted, local ones will take its place. This would be potentially confusing and
would reduce the clarity of the framework.
107. On the other hand, we are conscious of the risk that labelling could
reinforce differences in status between different diploma titles. An alternative
option would be to label only according to the level (e.g. Intermediate diploma)
rather than using content-based titles. We have not yet fully resolved this issue,
and will be exploring it further in consultation with stakeholders in the next
phase of our work.
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5. Diploma Levels 
and Progression
Summary of this chapter
The 14-19 curriculum and qualifications framework should encompass the
whole cohort, whilst differentiating effectively between different levels and types
of achievement.
Diplomas should be available at all four levels of the National Qualifications
Framework and should not, in general, be linked to specific age ranges within
the 14-19 phase. 
At each level, diplomas would be at least as demanding as the programmes
currently undertaken by young people. The combination of the core and 
main learning will make them more stretching and wider-ranging than many
existing programmes. 
All diplomas should include a majority of learning at the overall level of the
diploma and a minority at the level below, so that diplomas ‘interlock’ and
achievement of a diploma at one level provides a foundation for progression 
to the next.
Learners should be able to proceed at a different pace in different components,
including by ‘drawing down’ components from a higher level. Achievement in
components at a higher level than that required for the diploma as a whole
should be recorded on learners’ transcripts, and subsequently count towards
any relevant diploma they pursue at the higher level.
Further work is needed to consider the content and structure of Entry level
programmes and diplomas. This work should reflect principles designed to
reinforce the flexibility of programmes at Entry level and make them relevant to
the diverse range of young people who may be studying at this level. 
Inclusiveness and progress
108. Our aim is to develop a framework which recognises achievement at all
levels and for all young people. We believe that this is right both as a principle
that all young people should have recognition for their achievement, and in
practice that the qualifications system should provide regular steps and
milestones that motivate young people to stay in learning and to demonstrate
their progress against credible national benchmarks.
109. In our progress report, we proposed that diplomas should be available at
each of the first four levels of the existing National Qualifications Framework
(see fig. 5.1).
110. There was strong support for this approach in consultation responses. 
We recognise, however, the distinction made by some respondents between
recognition of achievement, which should be common to all levels, and the
external currency of that achievement which will differ between various levels
and types of learning. It would be a disservice to young people to pretend that
every level has equal relevance in the outside world. Our intention must be to
encourage all young people to progress as far as they are able and to identify
accurately the level of achievement which their qualifications represent. 
111. Each level of the diploma framework must represent a level of demand 
at least equivalent to the typical programmes currently undertaken by young
people. We believe that by combining core and main learning, the diploma
framework can underpin programmes which are more stretching and wider
ranging than those currently undertaken by young people, but which are also
more relevant to their aspirations and to the needs of employers, HE and
others who use qualifications in their recruitment or selection processes.
Progression between diploma levels
112. Although many young people would achieve diplomas at successive
levels during the 14-19 phase (e.g. Intermediate followed by Advanced), this
would not be a requirement. Learners should be able to ‘skip’ lower levels and
move straight to a higher one if they have the capability. 
113. Within individual programmes, the majority of the achievement should be
at the overall level of the diploma being pursued, and should at least match the
levels and volume of achievement associated with existing programmes and
qualifications at that level. Nevertheless, many learners proceed at different
speeds in different subjects of study. It is common, for instance, for a learner
currently to be working towards qualifications at Advanced and Intermediate
level or Intermediate and Foundation level within the same learning programme.
The diploma framework should reflect this reality of multi-level learning by
enabling young people to work at more than one level as they progress
towards a diploma.
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Figure 5.1  
Diploma Levels Existing National Qualifications
Advanced Diplomas GCE and VCE AS and A Level, 
Level 3 NVQ, Advanced Extension
Award and equivalent qualifications
Intermediate Diplomas GCSE at grades A*-C, intermediate
GNVQ, Level 2 NVQ and equivalent
qualifications
Foundation Diplomas GCSE at Grades D-G, foundation
GNVQ, Level 1 NVQ and equivalent
qualifications
Entry Level Diplomas Entry Level Certificates
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114. A key feature of our proposals is, therefore, that the minimum
requirements for all diplomas should include learning not just at the level of the
overall diploma (eg the Intermediate components within an Intermediate
diploma) but also some – perhaps comprising up to 40 per cent of the total
volume of achievement – at the level below (e.g. Foundation learning within an
Intermediate diploma), so that diplomas at different levels overlap or ‘interlock’,
whilst those learners who are able to would exceed the minimum by pursuing 
a higher proportion of achievement at the higher of the two levels. Through 
this interlocking, young people achieving, for instance, a Foundation diploma,
would also begin to satisfy some of the requirements for an Intermediate
diploma as well. In practice, most learners who progress from one level to the
next would seek to upgrade to the level of the new diploma. Learners could
take their best achievement from the previous one, rather than ‘bank’ their
existing achievements and embark on wholly new subjects or areas of learning
at the higher level. Nevertheless, the interlocking approach would help learners
to bridge levels and provide the motivation and confidence to stay in learning 
and to progress. 
Figure 5.2: Interlocking Diplomas
Advanced
Diploma
Advanced
Intermediate
Intermediate
Diploma
Intermediate
Foundation
Foundation
Diploma
Foundation
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Entry Level
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115. The framework should also be able to accommodate the achievement of
young people who progress at a different pace in different elements of their
learning. There is no reason why they should be confined simply to working
towards a single level of diploma. Through the recording and description of
component achievement in a personalised transcript of achievement (see
chapter 7) progress and credit could be recorded towards diplomas at more
than one level. For instance, a student whose main programme is aimed at
achieving a Foundation diploma could study at Intermediate level in one or more
subjects. Achievement at this level should generally be able to take the place of
a Foundation component in the same subject within the diploma (ie, the higher
level subsumes the lower) and would be recorded through the transcript
accompanying the award of the Foundation diploma, as well counting towards a
subsequent Intermediate diploma. This applies equally at Advanced level, where
those who can should be able to progress beyond Advanced level in some
aspect of their learning, for instance by following units of HE courses or level 4
NVQs. These, too, should be recorded on the transcript.
Entry level diplomas
116. Entry level is an integral element of a coherent diploma framework. 
The diploma must provide a positive learning experience and recognise the
attainments of those working at this level. The Entry level diploma will serve a
broad and diverse group of learners whose current attainments mean that they
are not yet able to access a level 1 or Foundation programme. The diploma 
will be designed to meet the wide range of learning needs of those who are
working below Foundation level in the majority of areas of their learning.
Learners whose attainment is at Entry level only in a minority of areas (such as
literacy or numeracy) will receive appropriate additional targeted support to
allow them to work towards a higher level of diploma. 
117. In order to meet the diverse needs of such a broad group, the working
group will be working closely with a variety of experts and interest groups to
construct an Entry level diploma. This would be personalised in response to 
the circumstances of individual learners and would not be constrained by our
proposed open and specialised categories. We will ensure that we build on
existing principles such as those enshrined in the: Entry to Employment
entitlement curriculum (LSC), Designing a learner-centred curriculum for 16-24
year olds (QCA) and Valuing People (Department of Health). In addition we will
take account of findings from relevant research such as the regulatory
authorities’ evaluation of Entry level qualifications due to report in March 2004.
118. We are confident that we can create a diploma which provides a suitable
level of challenge both for individuals who reach their potential within Entry level or
choose to leave the diploma system at this level and for those who progress to
level 1. How we secure progression to Foundation diplomas will be an important
part of our next phase of work. We are aware, however, that over a third of Entry
level awards are made at sub-level 1 (the highest sub-level being 3). 
119. An Entry level diploma should:
• provide a flexible, balanced and enriching programme of learning that
promotes self-determination for the learner;
• provide a suitable level of challenge both for individuals who reach their
potential within Entry level or choose to leave the diploma system at this level
and for those who progress to level 1;
• promote progression both within Entry level and to level 1 and beyond;
• provide a record of the distance travelled by the learner over the course of
the programme; and
• assess in ways that are appropriate to the needs of learners and the nature
of the programme.
120. The design of components and approaches to assessment will need to
reflect these broad features. We make no assumption that the size and time
allocations for Entry level components should be the same as for other levels of
the diploma. 
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121. In the spring and summer we will consult with key partners on principles
for an Entry level diploma, the design of its components and the assessment
framework. We will develop models and carry out modelling exercises as part
of our consultation on the options.
122. By the time they reach 19, all learners should receive a positive
recognition of their overall attainment. 
Age and progress
123. Although targeted at the 14-19 age group, the boundaries for
participation in the diploma framework need to be flexible. Young people
should be able to embark upon ‘14-19’ programmes at an earlier age and
complete the highest level of the diploma before age 18 or 19 if they are
capable. And they should also be able to complete their diploma after the age
of 19 if that is needed to enable them to secure the level of achievement they
are working towards. 
6. Components of 
the Diplomas
Summary of this chapter
All diploma programmes should contain a series of components covering each
of the different elements and areas of learning within the diploma. These
components should not be qualifications in their own right.
Components should be available at all four levels of the National Qualifications
framework to support different levels of diploma. 
Their design should be flexible to reflect the different types of programme and
subject matter which may be included in 14-19 programmes, but there should
be a unit or credit-based system for measuring component volume and
comparing and weighting the contribution of individual components to the
overall diploma result.
Where possible, individual components should be transferable between, and
give credit towards, all diplomas for which their subject matter is relevant,
rather than being specifically designed to fit within a single diploma.
We are minded to propose that achievement in mathematical skills,
communication and ICT components of the diploma core should be at the
overall level of the diploma – up to Intermediate level – providing that new
arrangements for teaching and learning prove capable of delivering a significant
increase in achievement rates for these subjects. We nevertheless need to
consider further whether, from the relatively low existing base of achievement,
the proposals for mathematical skills and communication could provide a
significant barrier to post-16 participation and progress. We should therefore
like feedback on this aspect of the design.
Managing diploma content
124. In our July progress report we proposed that the content of programmes
and diplomas would be delivered through components of learning analogous to
the individual courses and qualifications which young people take now. As
individual components are completed, young people should accumulate credit
towards an overall diploma. 
125. Component design should reflect two key principles:
• Components of a diploma should not also be qualifications in their own right,
but should count towards the diploma in the same way that units of existing
qualifications such as A levels, NVQs and GNVQs contribute towards the final
outcome of those qualifications.
• The diploma framework should be designed so that, wherever possible,
components should be transferable between diplomas at the same level. This
should help mobility between different types of pathways, reduce the impact
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of ‘false starts’ and reduce the extent to which young people have to make
all-or-nothing choices when embarking upon a new programme. Such
‘portability’ would be most applicable to the diploma core which should be
common to all programmes at a given level – so that, for instance, number
and communication skills taken as part of one diploma should also provide
credit against core components within other diplomas. Similarly where some
of the content of main learning is common to more than one diploma, it
should be delivered through components which count equally towards each
of those diplomas.
126. We do not at this stage intend to prescribe hard and fast rules governing
component design for different types and levels of diplomas. In many cases,
there are existing qualifications which may offer the basis for component
content within one or more diplomas. Where this is the case, it would be
sensible to seek to adapt such qualifications to become components within the
wider diploma, rather than develop wholly new components.
127. Portability and the opportunity to transfer credit would be most easily
achieved in a system where all components were of a standard size. Such
standardisation should be encouraged where appropriate, especially for
components most likely to be used in open diplomas. However, some
components of specialised diplomas will need to vary in size to reflect different
kinds of programme and subject matter. A strong common structure and
volume should not be imposed upon all diploma components simply for the
sake of neatness and commonality. Component design must be sufficiently
flexible to reflect the nature and delivery of different kinds of programme and
subject matter, particularly within specialised programmes. 
128. There would nevertheless, be merit in adopting a common means of
measuring component size, and value within the diploma framework. For
instance each component might be designed so that its volume can be
expressed in multiples of units or credits, each of which comprises notional
learning time. The learning time associated with a unit or credit would be
common to all diploma components. For instance, the work described in
paragraph 74 on development of a National Credit Framework for adult
qualifications takes 10 hours learning time as the basis for awarding one credit,
so, for instance, a component intended to cover 30 hours learning time would
be worth three credits. A system along these lines within the diploma
framework would provide a basis for managing the overall volume of diploma
programmes, and for comparing and weighting individual components and
their contribution to the final diploma result. 
129. Diploma components would be available at levels shown in figure 6.1.
130. In due course a detailed review will be needed to examine the extent to
which existing qualifications are suitable as a basis for diploma components, and
this work will need to proceed in step with the review of vocational qualifications
and the development of a credit framework for adults (see paragraphs 74-9). 
We envisage that many components of academic and general learning within 
the new framework could be drawn from existing GCSE, AS and A2 courses.
However further work is needed to ensure opportunities and time within the
curriculum is made available for in-depth study and to address current concerns
about the burden of assessment within these qualifications. 
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Figure 6.1
Component level within Current equivalent level
the diploma framework: national qualifications include:
Advanced11 Advanced Level 3 NVQ.
A2 Extension BTEC National
Award. Diplomas.
A level A2 Other 
equivalent 
advanced 
A1 AS level qualifications
Intermediate GCSEs at A*to C grade, intermediate 
GNVQ, Level 2 NVQ and equivalent
qualifications
Foundation GCSEs and D to G grades, 
foundation GNVQ, Level 1 NVQ 
and equivalent qualifications
Entry Level Entry level certificates
11 within the advanced level some components would reflect the existing sub-division of A
levels into AS and A2, whilst others would reflect a broader range of advanced level content.
131. Similarly, units and components from some existing vocational
qualifications may provide a suitable basis for components within the diploma
framework. However, existing vocational and occupational qualifications differ
significantly from one another. There is a range of successful and respected
vocational qualifications. Some specific vocational awards have particular
credibility, grant a licence to practice, or give credit outside 14-19 learning.
These might provide a sound basis for components within the new diploma
framework. But in other cases, significant re-design might be needed to fit the
new diplomas. In designing a component basis for vocational learning it will 
be necessary to take account of these variations, rather than to assume 
that component design parameters such as volume/time or direct A1/A2
equivalences which suit academic/general learning are equally fit for purpose 
in other types of programme. 
132. Figure 6.2 illustrates how components within the core and main learning
might be aggregated to achieve the minimum threshold for diplomas at
Advanced, Intermediate and Foundation levels. 
Mathematical skills and communication in the 
diploma framework
133. At this stage in our work, we are minded to propose that core
components in mathematical skills and communication would be required at
the same level as the overall diploma for Entry level, Foundation and
Intermediate diplomas. For Advanced diplomas these components would have
to be achieved at Intermediate level at least. This would help tackle the existing
relatively low levels of achievement in these skills, especially at age 15/16, by
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Figure 6.2: Illustration of minimum thresholds of Foundation,
Intermediate and Advanced Level Diplomas 
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which point nearly 60 per cent of young people have yet to achieve the
equivalent of GCSE grade C or better in both mathematics and English. 
In time, and drawing upon the approaches recommended in this report and 
by the Post-14 Mathematics Inquiry, we would expect the proportion of young
people who meet the proposed threshold to increase significantly. We
nevertheless need to consider further whether, from the relatively low existing
base of achievement, the proposals for mathematical skills and communication
could provide a significant barrier to post-16 participation and progress.
134. Mathematics and mathematical skills. The ability to use mathematical
skills and concepts is a crucial component of learning. The failure to deliver
higher levels of competence is a significant weakness in our system, which is
why we have built mathematical skills into the diploma framework. This should
be underpinned by ways of encouraging earlier and more effective learning of
mathematical skills amongst those who do not respond well to existing GCSE
maths, and for whom the current post-16 emphasis on Key Skills is seen as
remedial and a distraction from their main learning. 
135. If this is to be successful, we need to overcome the ‘learning phobia’
which undermines some young people’s motivation and their confidence in
their ability to progress in mathematics, by providing accessible and flexible
range of mathematics options. We also need to tackle the distinction between
mathematics as an academic subject and application of number as a key skill. 
136. There should be a graduated range of mathematics options at
Intermediate and Advanced level. Components should be available at each 
of these levels from use of functional mathematical skills through stages of
increasingly conceptual and theoretical approaches to mathematics. In our
proposed diploma core, the requirement would be the skills-based
mathematics courses, which would be specifically designed to promote the
functional mathematical skills which everybody needs. More theoretical and
conceptual modes of maths would form part of main learning. 
137. The current Post-14 Maths inquiry is considering detailed
recommendations for the design and delivery of mathematics education. Its
recommendations are due to be published very shortly and should prove useful
for the design of the mathematical skills component of the core. We believe
that arrangements along the lines we have described would be a sound basis
for the delivery of practical and theoretical mathematics within our proposed
diploma framework. 
138. English and communication skills. Similar arguments might apply to
the delivery of English and communication skills. These should be seen as part
of a continuum which also includes theoretical, critical and conceptual English
intended to provide a basis for specialised study at higher levels. Further work
is needed to explore the extent to which the approach to mathematics set out
above might be extended to English and communication skills.
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7. Recording and
Grading Achievement
Summary of this chapter
Whilst the diploma levels on their own would provide a broad indication of
learners’ achievements, they would not provide the detailed information that
many employers, training providers, and higher and further education
institutions want in order to support their recruitment, admissions and 
selection processes.
There are three ways of providing more detailed differentiation between the
achievements of individual learners:
• Formal transcripts recording the details of learners’ programmes and
achievements should be available both to accompany the award of a diploma,
and at points when a record of a learner’s progress would be valuable, such
as in transition between school and college or work-based training.
• Grading of individual diploma components. Components which are likely to
inform selection and recruitment decisions should be graded individually.
• Grading of diplomas within each level would provide incentives for learners to
achieve depth and/or breadth of learning beyond the minimum diploma pass
thresholds and reinforce the status of the diploma as a whole in comparison
to its individual components. But it carries a risk of devaluing a diploma pass,
and could constrain the choices which learners make about the combinations
of components they wish to follow. This issue will be considered further in the
next stage of the working group’s work.
Objectives of recording and grading achievement
139. The proposed hierarchy of increasingly advanced diplomas would provide
an indication of young people’s overall level of achievement, and – crucially –
focus attention on whole programmes of learning rather than individual
components. But as described in the previous section, the diploma levels
represent broad bands of achievement. They would provide very little
information about whether the learner has performed above the threshold in
individual components or across the programme as a whole, or about their
achievement in relation to others also studying at the same level.
140. We believe that the overall diploma outcome should be supplemented by
a greater level of differentiation within individual diploma levels, both to provide
incentives for young people to aim higher than the minimum diploma
requirements for each level, and to provide more detailed information on which
HE, employers and others can judge young people’s achievements in their
recruitment and selection processes.
Grading of diploma components
141. During our consultation, there has been a clear demand for grading of
individual components within the diploma. This is particularly strong from higher
education whose admissions procedures rely on relatively detailed sifting of
achievement within specific subjects or courses. Equivalent information is used 
by many further education colleges, employers and others in recruitment and
selection. Young people themselves also use such information to inform their
choices about further progression within and beyond 14-19 learning. We therefore
propose that individual components should be graded where appropriate. 
142. Technically, we see little difficulty in grading individual diploma
components: grading systems are already well established for many of the
qualifications upon which the new components would be based. 
143. Whilst it is important to avoid fragmented and inconsistent grading
systems within the diplomas, we would nonetheless be cautious about
proposing a fixed and universal grading system for all types and levels of
component. By way of illustration, it might be possible to adopt a baseline
grading system of pass (P), merit (M), and distinction (D). Each of these grades
could be sub-divided to provide more sophisticated grading in those
components where an additional level of information would be useful to the
learner or others, whilst maintaining consistency with a P/M/D model. In some
other cases a simple pass/fail may be more appropriate – e.g. in some elements
of the core and in NVQ style assessment of competence thresholds. There is 
a risk, which must be avoided, within modular and unit-based qualifications of
creating an excessive overall assessment burden, through the cumulative
demand for assessment and grading of individual elements of the programme.
144. Grading would be appropriate for those components where such
differentiation is relevant as a basis for recruitment/selection for entry to further
and higher learning, training or employment. In broad terms we believe that this
would apply to:
• components of main learning, particularly those undertaken at the overall
level of the diploma – eg Intermediate level components within an
Intermediate diploma programme; 
• the extended project/personal challenge;
• broader mathematics and English components which involve conceptual and
theoretical approaches to these subjects in addition to the skills elements
which form the basic mathematical skills/communication thresholds for 
the core.
145. At Advanced level, welcome improvements in young people’s
performance have led to bunching of performance at the top end of the grade
scale. In 2003, more than one in five of A level entries resulted in an grade A,
and over 8 per cent of students achieved at least 3 A grades (compared to 5.3
per cent in 1994). The Advanced Extension Award was introduced, at least partly
in response to this trend, to enable young people to demonstrate and
differentiate themselves at the highest levels of achievement. Within the reformed
14-19 framework, the in-depth knowledge and understanding required for AEAs
should be reflected in the design and assessment of Advanced components. 
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146. We need to consider further how this can be achieved. One possibility
might be to integrate into the Advanced level components and grading scale
the levels of performance currently represented by the AEA. Any solution along
these lines would also imply the need to review the current specifications, style
of examining and volume of assessment at AS/A2.
147. We are minded to recommend adoption of an extended grading range for
those Advanced level components in which detailed differentiation would be
appropriate and relevant to the selection/recruitment needs of HE and
employers. This might use a six or seven point scale, and incorporate the levels
of performance associated with the AEA. In some other components, the subject
matter would not lend itself to such detailed differentiation or such differentiation
would not be relevant to employers, HE and others, so grading might be based
on fewer grades or broader bands of achievement such as pass, merit and
distinction or pass/fail to avoid making unjustifiably fine distinctions. 
148. There are significant technical issues in this, particularly for traditional
written examinations: previous attempts to produce a unified testing regime
and grading scale for this purpose have foundered on the difficulty of
producing examination questions which can reliably identify levels of
performance across an extended range of Advanced grades. Before making
recommendations on how and whether an extended grading scale should be
introduced we wish to examine the technical feasibility further. 
149. At Intermediate and Foundation levels, we seek to tackle a different
problem, which is to acknowledge that for some young people each of the
grading points within these levels (broadly the equivalent of GCSE grades A* to
G) will represent a significant achievement. Those who are capable of achieving
high Intermediate grades should certainly aim to do so. But for others, reaching
Foundation level can represent positive and hard-won progress which should
be recognised as such.
150. The first step towards this aim is to ensure that high quality programmes
and progression routes are available for those currently working towards
Foundation level diplomas. The second necessary step is to ensure that the
grading scale for Foundation level components stands in its own right as
positive achievement rather than as the low end of a scale covering both
Intermediate and Foundation levels. Again, we are expecting to consider further
the technical issues raised by this aspiration, but we believe it will be feasible to
divide the current GCSE grade range into two separate grade scales – one
attached to Intermediate level components and the other to components at
Foundation level. We intend to consider further the optimum number of grades
at these levels to provide sufficient differentiation of achievement whilst also
ensuring that the grading system remains inclusive in rewarding performance at
the lower pass grades within each level.
Transcripts of achievement
151. If the diploma framework is to enable effective recording of achievement it
must be supported by a means of recording detailed information about the
content of young people’s programmes and about their achievement in the
range of activity which contributes to the diploma. Existing qualifications of this
breadth and volume in other countries use transcript-style systems to provide
detailed information about achievement across a broad range of learning.
152. Such a system would be needed to underpin our diploma proposals. We
therefore envisage that a detailed transcript would accompany the award of
diplomas within our proposed framework. Initiatives such as Progress File are
already established, and would offer a range of experience which could contribute
to the development of an effective transcript system for the reformed framework.
These transcripts would need to record a range of information, including:
• the components contributing to the diploma award, including the extended
project/personal challenge;
• the scores or grades awarded for each ‘graded’ component; 
• achievement in any additional components which extend the breadth or
volume of the programme beyond the basic diploma requirements;
• details of wider activities undertaken and personal skills developed.
153. Beyond the range of information needed to establish a detailed profile of
achievement, transcripts are potentially a useful tool for recording a range of
other relevant information, for instance about individuals’ performance in
relation to the national or local cohort, and background information about their
institutions. We believe it conceivable that over time, the transcript approach
could become the basis for an extensive individual learning portfolio stored on
a central electronic database.
154. There would be a further role for transcripts. Many young people change
institutions during the 14-19 phase. They should be able to receive a detailed
record of their progress up to the point of transfer, even if they have not yet
met the criteria for award of a diploma. Equally, some will leave learning before
the end of the phase. They too should receive a transcript recording their
achievement – both to help them enter employment and to enable institutions
to take account of, and perhaps grant exemptions in respect of their prior
learning if they later return to education and training.
Grading whole diplomas
155. Grading of components and the transcripts would provide a high degree
of detail about young people’s learning beyond the threshold of achievement
needed to attain a diploma, and could provide the information necessary to
support HE and employers’ recruitment and selection processes. In one sense,
therefore there would appear to be little need to provide another layer of detail
by grading overall whole diplomas. 
156. We believe that one plausible option, therefore, is to treat the diploma
requirements as a threshold which simply provides an assurance that the
learner has reached a minimum level of knowledge and competence in their
core and main learning. Individual component grades and transcripts would be
used to assess and record higher or broader achievement. 
157. The disadvantage of this approach is that the diploma framework itself
would offer no incentives for young people to achieve beyond the minimum
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threshold of the diploma they are aiming for. Achievement in individual
components would be emphasised, possibly at the expense of the credibility of
the overall diploma as a means of signifying achievement. Targets for achievement
beyond the minimum threshold requirements would need to come from the
perceived demands of ‘end-users’, who might well wish to specify combinations
of additional breadth and depth of study as part of their selection processes. 
158. This might work well for those young people who are clear at the outset
of their programme about their next destination. For instance, a learner who
wishes to study at a particular university would be able to choose a
combination of components to meet the university’s likely entry requirements
and may have a good idea about the component grades needed to achieve in
order to secure a place. However, learners who have not formed a clear view
about their preferred destination would have no clear benchmarks to aim for
beyond the basic diploma requirements.
159. We therefore wish to consider further the case for grading of overall
diplomas, eg using a pass/merit/distinction model. This would involve
developing grading criteria based on additional achievement above the
minimum diploma threshold to provide incentives and motivation for:
• greater breadth – ie more components; and/or 
• greater depth of learning (ie higher achievement within components). 
160. Such a system would be intended to guide learners towards the specified
combinations of additional depth and breadth. Any such grading system would
therefore need to be based upon careful decisions about the combinations of
breadth and depth which would represent meaningful and desirable steps
above the minimum pass threshold for different levels and types of diplomas. 
161. It is possible that such a grading system would constrain other desirable
profiles of achievement. For instance a system in which three A2 components
at high grades were needed to achieve a distinction would make it more likely
that learners would choose to focus on three A2s, rather than spread their
effort across four A2s and risk a more inconsistent grade profile. To remove any
uncertainty that we have, we would have to ensure the availability of higher
grades did not undermine the currency or status of the basic diplomas.
162. The case for and against diploma grading is finely balanced. In our
discussions so far and in consultations with stakeholders, opinion has been
divided. We shall need to explore the issues further before making firm
recommendations.
163. In doing so, we shall need to consider the types of overall grading that
would be meaningful for different types and levels of diploma. We will consider
how to ensure that HE, employers and others who use qualifications for
selection and recruitment might have a say in the grading of diplomas which
are relevant to their recruitment needs. We will also look at grading models
from existing diploma-style qualifications in the UK and abroad which use
overall scoring or grading systems, such as BTECs, the French Baccalauréat,
and the New Zealand National Certificate of Educational Achievement. Finally
we will need to consider what implications the grading of whole diplomas may
have for the integration of Modern Apprenticeships.
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Existing diploma grading systems
The French Baccalauréat uses a grading system based on an overall
score derived from the weighted scores for individual components. 
The pass threshold for the ‘Bac’ is 10 marks out of a maximum of 20. 
For higher achievement, grades are awarded as follows:
12+ marks – Mention Assez Bien
14+ marks – Mention Bien
16+ marks – Mention Très Bien
A student who completes a BTEC National Diploma will receive three
overall grades – each of which will be either pass, merit or distinction – 
for the qualification as a whole (eg MMP, DMM etc) derived from their
performance in the individual units of the qualification. 
Students in New Zealand who pass the National Certificate of
Educational Achievement receive an overall grade average for the
award as a whole, derived from the points awarded for their achievement
within individual components of the Certificate. 
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8. Assessment: 
Issues, Principles 
and Further Work
Summary of this chapter
The diploma framework must be supported by assessment arrangements which
reflect the nature and content of the diverse range of diplomas and components
in the reformed system. These arrangements need to ensure that learners
experience a variety and balance of assessment methods relevant to their
programme, including external examinations and tests, portfolio/project
assignments, ‘viva’ type presentations of their work; and teacher-led assessment
of work done as part of the teaching and learning of their programme.
The new assessment must tackle concerns about the burden and lack of
flexibility and differentiation within assessment arrangements for some existing
qualifications whilst preserving aspects of current assessment which learners,
teachers and others value.
More varied assessment arrangements and greater use of teacher-led
assessment for the diploma should be underpinned by a quality assurance
system which reinforces the autonomy and expertise of schools, colleges and
training providers to undertake assessment, whilst also providing clear external
guarantees that standards are being maintained and applied consistently.
Significant further work is needed during and beyond the lifetime of the
Working Group to develop practical and detailed assessment arrangements
based on the principles set out in this chapter.
Why Assess?
164. Assessing achievement is an essential part of teaching and learning. 
As a formative process, assessment provides learners with regular, essential
feedback on progress, enabling them to deepen their knowledge, skills and
understanding. At its best, it builds trust and empathy between teacher and
learner; it generates the evidence upon which good teachers make judgements 
about the progress and the potential of learners; it is at the heart of good
teaching and learning. Research indicates that formative assessment makes 
a positive impact on the individual performance of low-attaining pupils in their
summative assessments.14
165. As a summative tool, assessment should provide a valid and reliable
instrument for measuring the achievement of learners. It must be objective,
based upon evidence which is open to scrutiny, and capable of withstanding
appeal. Employers rely upon the results of summative assessment in recruiting
14 P Black and D Wiliam 1996 
employees, sometimes as evidence of competence in a given area, but often
as a general indication of ability and effort. Higher education or other
education/training institutions also recruit or select upon the information
provided. In many cases, the selection process will require evidence not only of
minimum competence (mastery) in an area, but an indication of achievement
above the minimum, usually provided by a graded outcome. 
166. These objectives are just as valid for the proposed diploma framework as
for existing qualifications. 
Fitness for purpose
167. We are confident that a strategy can be devised to ensure that
assessment:
• measures achievement in ways suited to the subject, level and type of
learning; 
• has validity, reliability and wider currency, underpinned by appropriate quality
assurance;
• helps learners to extend, deepen or consolidate their knowledge, skills and
understanding; 
• enriches their experience through a variety of types and styles of assessment; 
• provides formative feedback on their progress;
• avoids undue burden on students, teachers/tutors and awarding bodies;
allows time for learning; and embraces the potential benefits of e-
assessment; and
• makes appropriate use of the professional judgement of teachers/tutors.
168. These objectives will shape the design and implementation of diploma
assessment. Our challenge is not only to build upon the best practice in the
assessment strategies which currently exist, but also to consider what further
improvements in assessment could develop in the ten years from now.
Tackling problems with existing assessment systems
169. New assessment arrangements must also tackle current concerns about
the nature of existing assessment systems (particularly those associated with
the Curriculum 2000 reforms). These include:
• excessive burdens on learners, teachers/tutors, institutions and awarding
bodies, from the number of examinations which many young people now
take, the increasing number of examination entries and the administrative and
other arrangements which support the examinations system; 
• ‘academic drift’ in the assessment of vocational learning – movement away
from practical and continuous assessment towards external written
examinations;
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• unimaginative, over-specified and repetitive coursework, often testing the
same skills in several subjects; and
• lack of scope for in-depth knowledge and critical analysis, driven by the need
for teaching and learning to focus on broad coverage across the whole of
each subject curriculum; and lack of time and curriculum ‘space’ for learners
to explore specific areas of the subject in more depth.
170. Many of these problems might be alleviated in the medium term by
considering, for example: 
• weighting A1 and A2 differently; 
• adopting the recommendation of Mike Tomlinson’s Inquiry into A level
Standards in 2002 that AS and A2 should be decoupled;
• reducing the number of assessment units within some courses and reducing
the number of assessment units, for example, from six to four in GCE A level; 
• increasing in the proportion of assessment that ‘samples’ in-depth
knowledge and understanding within a subject, rather than assessing each
element of the subject in less depth;
• reducing the emphasis on written assessment in practically-based
programmes, such as VCE A levels; and
• changing the balance between synoptic and modular assessment.
171. In principle any changes made to existing qualifications along such
possible lines could be steps on the route to full implementation of the diploma
framework and could subsequently be reflected in the design of relevant
components within the diploma framework. 
172. In the next phase of our work we shall need to consider how far and how
fast to move towards solutions along such lines. In doing so, care will be
needed to ensure that action to address concerns about existing arrangements
does not undermine the positive aspects of recent reforms. 
173. For instance, we recognise that the modular A level design within
Curriculum 2000 can increase the volume of assessment. But many students
and institutions have very much welcomed the additional flexibility, feedback
and scope for tailoring their choices over the course of an A level programme.
We do not therefore believe that the modular principle should be abandoned.
We would wish to retain the existing flexibility allowed by AS/A levels for
institutions to deliver these qualifications in a ‘linear’ fashion and enter their
students for assessment at the end of the course as a whole. And we need to
consider how the modular principle can be implemented in ways that minimise
the assessment burden, and offer scope for in-depth learning and a more
synoptic view of the curriculum.
174. Reduction in burden may also be achieved through the further
development of e-assessment, which has the potential to change the nature of
external assessment. We believe this offers a real opportunity for future
improvement in assessment processes (see paragraphs 191-194.)
External examinations
175. All 14-19 programmes and diplomas will encompass a wide range of
different types of knowledge, skills and experiences – much more so than most
existing single subject qualifications. The assessment arrangements therefore
need to offer a variety of different assessment styles to ensure that this range is
reflected in the diploma outcome. 
176. Time-limited examinations will continue to play a major role in assessment
of diplomas. Good quality exams are effective tests of knowledge,
understanding and critical capacity. In-depth questions drawing on what has
been learnt from across the course (synoptic assessment) help learners to
develop the ability to select from and analyse a wide range of material to
develop arguments and conclusions. Multiple choice and other forms of formal
examination, when used appropriately, can target precise elements of
knowledge very accurately. 
177. Written examinations are less effective at testing the practical and
manipulative skills which are prominent in many knowledge-based subjects,
such as the sciences, as well as vocational and work-based learning. These
can yield robust assessment outcomes providing that they are tested by
realistic practical assessment, often over an extended period, in which the
learner is able to demonstrate their mastery of practical or experimental skills.
Similarly, many valuable attributes – such as research skills and the effective
use of resources or complex problem-solving – are often most appropriately
assessed outside the confines of the traditional, time-limited examination.
Assessing the diploma
178. Assessment arrangements will draw upon a mixed ‘mastery’ and
‘compensatory model’. Pure ‘mastery’ seeks to guarantee that a learner has
reached a specified standard in all aspects of his/her assessment – typical for
instance of current NVQs. In our proposals, mastery is reflected in the
expectation that learners would need to achieve a minimum threshold in 
a range of core and main learning components for the award of a diploma.
‘Compensatory’ assessment allows good performance in one part of a
qualification or programme to offset weak performance in other parts. In the
diplomas, there might for instance be such compensation between
components of main learning and/or between different elements of learning
within individual components. 
Assessing main learning
179. All of the considerations set out above need to be brought to bear in
designing assessment arrangements appropriate to the wide range of
specialised and open diplomas which we propose. There is no one-size-fits-all
option. Many existing vocational qualifications such as BTEC diplomas, craft
qualifications such as City and Guilds, and NVQs have developed styles of
assessment which are appropriate to the content of the qualification, and may
serve as effective models for adoption within relevant components and
diplomas in the new framework. 
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180. The concerns about Curriculum 2000 and GCSEs will be prominent in
designing assessment arrangements for open diplomas and those which
specialise in academic subject domains. To allow flexibility in the design and
delivery of open diplomas, their components will need to be similar in volume
of learning and assessment. Whilst the assessment of individual subject
components may vary to match the nature of their content, we envisage the
need to develop a clear set of guidelines to establish consistency, for instance
in the overall volume of assessment, and the design and assessment
parameters for balancing modular teaching and assessment with scope for
‘linear’ teaching and synoptic assessment.
Assessing the core
181. Because the core is common across all diplomas at a given level,
assessment parameters and objectives for core components are less likely
than those in main learning to vary between different types of diploma –
although the ways in which the core is delivered and assessed may often be
tailored to specific programmes and diplomas. 
182. Communication and mathematical skills. The core requirements for
mathematics and communication will be explicitly assessed. We would expect
this assessment to be largely external and based on clearly specified national
standards for each level. Attainment would be either pass or fail. 
183. Extended project or personal challenge. This plays a central role
within our proposals. It would be a vehicle for development and use of
planning, independent working, research, analysis and problem-solving at a
level appropriate to the diploma as a whole. It would offer scope for in-depth
work on an area of interest to the learner. This could take the form of a written
research project, an artefact of construction or a performance as long as it
involves a range of research, independent working and other skills which reflect
the level at which the learner is working. At Advanced level, the project would
demonstrate the range of critical, analytical, presentational, communication and
problem-solving skills that underpin both HE-style learning and skilled craft and
supervisory employment. The project could also have value, especially at
Intermediate and Foundation level, in enabling some existing coursework
requirements to be consolidated in a single piece of work rather than spread
(often repetitively) between a range of subjects testing similar autonomous
working skills in different subject settings. 
184. The work contributing to the project is as important as the final outcome.
So the project should be assessed on the basis of quality of the planning,
research, use of resources, as well as the quality of the final result. At least at
Advanced level, assessment might also involve a presentation to peers,
teachers and/or external assessors. 
185. We will consider in our further work, the practical issues which this balance
of assessment raises. The key challenge will be to devise assessment
arrangements which are sufficiently flexible to: 
• accommodate the very wide range of different subjects, types of learning and
formats for the final piece of work which the extended project/personal
challenge might involve; 
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• ensure that the project and its assessment are realistic and manageable in
the range of different schools, colleges and training providers in which the
diploma will be delivered; and
• provide assessment criteria which are sufficiently robust to support reliable
judgements of quality in individual cases and consistent standards across 
the diploma framework.
186. Wider activities provide opportunities for personal development and 
the use of personal skills in a variety of different types of activity. Many young
people undertake significant amounts of employment, community work,
personal activities and family responsibilities – generally without recognition,
even though they may involve valuable and transferable attributes which are
difficult to demonstrate in formal educational settings.
187. We want to bring these within the diploma framework and give young
people recognition for informal learning of this kind. But we must strike 
a balance between effective recognition on the one hand and additional
bureaucracy and burden on students and supervisors, on the other. We are
conscious also that opportunities for engagement in some kinds of wider
activities and informal learning may vary widely across the country. We must
ensure that we do not unfairly disadvantage those whose access to such
activities is restricted.
188. The minimum approach – which we propose as the basic threshold
requirement for a diploma – would be to ensure that all young people
undertake specified volumes and types of wider activity. This would ensure
participation, which would be attested by a teacher or supervisor. (Such
attestation might also include an element of comment on performance.) This
approach has the advantage of simplicity and lack of bureaucracy. But it
makes no attempt formally to assess or record what the learner has achieved
or gained from the experience. As part of their personal review and planning,
learners should be helped to understand how their wider activities have helped
them develop and demonstrate personal development and other skills. 
189. Some schools and colleges may wish to supplement this with more
sophisticated approaches to the assessment of the outcomes of wider
activities. Such approaches are increasingly well-established, and serve to link
wider activities into the mainstream curriculum. These are sometimes based on
competence frameworks for personal development and a portfolio of evidence
collected by the learner – e.g. the ASDAN Universities award. They can be a
valuable addition to the personal development tools available to schools,
colleges and learners, and have been used with success to raise motivation
and self-awareness. 
190. The common skills are important elements of effective teaching and
learning across the programme as a whole. We do not propose a requirement
that these should be separately tested and certified. Whilst we recognise
arguments that they will not be taken seriously unless they are separately
assessed and accredited, we are concerned not to overload the assessment
requirements within the diploma. To alleviate the burden involved in discrete
delivery and certification of individuals’ attainment in the common skills, we
believe that it is realistic to suggest that they should be integrated into the
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Case study: Assessment of wider activities
Medway Progression Compact is run by Medway Council. It represents an
agreement by the University of Kent and the University of Greenwich,
which both have campuses in Medway. It aims to recognise a wide range
of achievements of secondary school students in Medway. It’s aim is to
increase the number of young people entering higher education. Once
completed, young people gain Medway points, which can be used at any
of the local universities.
A number of courses and activities are available run through or within a
school. The range of courses on offer include
The Medway Learning Skills course aims to provide young people with the
skills necessary to revise efficiently for and perform well in examinations. 
It also includes information about university life and work. It is made up of
a series of seminars that include study skills, gathering evidence for key
skills, revision skills, working with others, critical thinking and managing life
at university.
For accreditation students must provide:
• a portfolio with evidence of participation in at least 6 out of the 7
seminars
• an evaluation sheet for each session
• written answers to two questions for final evaluation.
The Medway Plus Certificate
This is a student-led initiative that aims to accredit activities such as:
• Work related learning
• Active citizenship
• Wider interests
• Making decisions
For accreditation students must provide:
• Portfolios including a log book and evidence of their achievements
• A presentation on their activities of 5-8 minutes duration.
The number of Medway points received is linked to the level of student
involvement.
Other activities include a Higher Education Fair; wider key skills gained
through part-time work with evidence in the form of a logbook and
attendance at a review day; and a CRAC Insight Plus Award which focus
on management and leadership skills such as self-organisation, effective
communication, dealing with problems.
curriculum and assessment arrangements across the full range of diploma
components rather – for instance in the design of assessment tasks which
cannot be completed successfully without use of one or more of the relevant
skills. This may need to be reinforced by arrangements to help teachers deliver
common skills within their subject, and by institutional inspection and validation
which ensure quality of skills teaching within the institution.
E-assessment
191. Although external assessment of vocational qualifications has begun to
embrace on-line e-assessment, in general education traditional pen and paper
tests, all taken on a specific day and at a specific time, are the norm. As
information technology advances, the balance between hand written and
electronic assessment will come under review and need adjusting. For some
students, given the extensive developments in IT in schools and colleges in
recent years, external examinations may be the only occasion when they
submit work for assessment written by hand. 
192. We envisage a new assessment process that will rely heavily upon
information and communications technology, in delivering tests, assessing
learners, marking and awarding. Pilot work in several qualifications suggests
that learners respond much more positively to this form of testing15:
• fewer learners fail to attempt all questions;
• the use of video-clips can lead to more imaginative questions testing areas of
knowledge, skills and understanding not easily assessed by traditional
papers;
• the environment can be less daunting than a traditional examination hall for
some learners;
• sequencing of questions can be altered to make copying more difficult;
• by the use of pre-tested question banks, tests can be set on different days to
produce either assessment on demand or to obviate the difficulties of
examination date clashes. 
193. In the next decade, examination processes will be revolutionised by this
new technology, transforming the assessment process into one that responds
to the skills and natural instincts of learners. 
194. Given the range of knowledge, skills and understanding which we believe
e-assessment will be capable of accommodating, such a system could give
rise to a summative assessment regime where external assessment is more fit
for purpose and is the route of choice. 
Developing approaches to teacher assessment 
195. Effective integration of teacher-led assessment into the diploma
framework is central to a more responsive and effective assessment system.
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15 Pilots of e-assessment ion GCSEs (Geography) were conducted by CCEA & London
Qualifications, Key Skills in ICT is using on-line assessment. A number of vocational
qualifications, particularly in the finance sector and ICT use on line testing.
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This aspiration reflects experience in Europe, America and elsewhere where
teacher assessment typically plays a significant part in assessment even for
‘high stakes’ qualifications. Such assessment also featured in both O levels
and CSEs (mode III assessment) during the 1960s and 1970s. It involves
grading a student’s in-course work, which then contributes to the performance
data available for an individual. Research evidence suggests that teacher
assessment works well when it is supported by detailed frameworks and
guidance for devising, using and checking assessments (Angelo and Cross
2002, Moskal B 2003). 
196. In Britain, at present, assessment by tutors on vocational courses is
common. Teachers and tutors play an important role in our vision of wider
diploma assessment. We want to provide them with greater scope to exercise
professional expertise and judgement about the abilities and achievements of
their students than many of our current qualifications allow. Although this will
often be a case of harnessing more effectively the assessments which teachers
make as a natural part of their work, we recognise the implications for both: 
• training, development and support teachers, particularly in the initial stages to
ensure that they are equipped with the professional skills and confidence to
make well-founded assessments; and 
• burdens on already hard-pressed teaching staff. Much teacher-led
assessment would be based on current classroom or workshop activities –
the ‘work of the course’, and such assessment would not normally bear the
whole weight of assessment within individual components or programmes.
We believe that our proposals overall will contribute to a significant reduction
in the assessment burden on teachers, learners and awarding bodies. But
we also recognise that teachers will need time and space to contribute to the
new assessment arrangements as part of their normal professional
responsibilities. Expectations of teachers within the new framework must be
matched by sufficient support for schools, colleges and training providers to
ensure that all aspects of teaching, learning and assessment are properly
resourced. We do not pretend that our proposals will be cost-free. In the next
phase of our work we will be looking more closely at the overall resources
needed to implement them effectively. 
197. Assessment based on the ‘work of the course’ would comprise
assessment task assignments that are used within individual diploma
components to assess a learner’s progress. Assessment tasks would be set 
by teachers and completed as part of the course within guided learning time.
Not every piece of work would need to be included, as this would be
unmanageable and create an imbalance in the relationship between teacher
and tutor. The work of the course must be based on clear guidelines and
assessment objectives for the component in question to ensure consistency
and transparency – and students should know the criteria on which they are
being judged. Teachers’ marks or grades for such assignments would
contribute to the overall assessment for the component.
198. In order to balance the benefits of teacher assessment against the danger
of bureaucratic overload, quality assurance must be robust but also
proportionate to the task. Completely un-moderated teacher assessment
would be unreliable and leave teachers open to allegations of unfairness. 
A heavily moderated system would be unwieldy and burdensome on teachers
and students. Paragraphs 199-204 sets out ways in which manageable quality
assurance systems might be developed to underpin assessment within the
diploma framework. 
Developing quality assurance : training, professional
examiners, accreditation of centres, inspection
199. The credibility of the diploma rests on its ability to command public
confidence in its rigour, reliability and fairness in its demand and treatment of
those taking it. Figure 8.1 shows the quality assurance system we envisage
underpinning the new diploma framework. 
200. The current mechanisms for assuring the quality of the curriculum and
assessments are comprehensive. They include: external marking and
moderating of individual students’ work; the standardisation of question
papers; centre accreditation; specific credentials for assessors; and inspection
of provision. The scope of the diploma demands a framework of quality
assurance that can bring together all of these features and more, with the aim
of reducing the need for a high volume of external assessment of individual
elements of learners’ work. The following options for enhanced quality
assurance are to be explored by the working group. 
201. Proposals for the development of Chartered Examiner Status and an
Institute of Examiners would support quality assurance and the credibility of
teacher assessment by producing a cadre of skilled and professionally
accredited assessors working in schools, colleges and training providers.
Where an institution has chartered examiners among its teaching staff, it
should benefit from lighter-touch external assurance procedures such as
external moderation of coursework. Chartered examiners could also take a
more strategic role in the training and professional development of assessors
within their institution and perhaps in others with which their school or college
has collaborative arrangements. The proposed Institute of Examiners working
with the Teacher Training Agency and other training bodies would provide a
framework for professional development for teachers and tutors.
202. Quality assurance of assessment should be closely related to the quality
assurance of curriculum provision. The Adult Learning Inspectorate (ALI) and
OFSTED should be able to inspect quality of assessment arrangements within
institutions alongside the quality of teaching and learning. 
203. Centre approval is commonly used to assure vocational provision and of
assessment strategies and expertise within schools, colleges and training
providers and can reduce the need for a high volume of external assessment of
individual learners. Its use should extend to a wider range of institutions than
now. Alongside chartered examining and inspection, centre accreditation
should be used to promote the development. Such accreditation might
constitute a ‘licence to assess’ for individual institutions and/or trigger lighter-
touch external moderation and assessment. The governance relationship
between awarding bodies and centres will need to be revisited if centres take
responsibility for assessing and awarding aspects of the diploma and if more
stakeholders are involved in assuring quality.
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Further work 
205. Our work on assessment arrangements is far from complete. We have
highlighted in this chapter areas where specific further work is needed. These
include design parameters to ensure fitness for purpose of assessment for
different types of programme and diploma; identifying what constitutes the work
of the course; considering options for, and manageability of, more use of internal
assessment; and the assurance of relevant and credible standards within the
diverse range of different types and levels of diplomas and components. 
206. Overall, effective assessment arrangements will be central to the
manageability and practicality of our diploma proposals. The options and
arguments we have presented are key ones, but the list is not exhaustive.
There will be technical issues that can only be resolved in the longer term, by
relevant experts. Pilots and trials will be important. The next phase of our work
on assessment will be dominated by consultation with key partners on the
practical issues and modelling the diploma assessment framework. 
204. Altogether, effective preparation of teachers, centre accreditation, a
professional body of assessors, enhanced inspection and external assessment
arrangements comprise a formidable quality assurance package for the diploma. 
Quality Assurance System
Chartered
examiners
Awarding 
body 
marking, 
moderation 
and quality 
control.
Teacher 
training and 
development
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Centre 
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Figure 8.1: Assessment modes and quality assurance
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9. Towards Final
Recommendations:
Next Steps 
207. Throughout the report, we have identified a number of issues and areas
on which we need to do further work before we present our final report. These
can be summarised as:
Coherent Programmes
208. Content of the core at each level: detailing the knowledge, skills and
attributes we expect young people to have developed on completion of each
diploma; the nature of mathematical skills and communication – building upon
recommendations of the Post-14 Mathematics Inquiry; the place for ICT
teaching, learning and assessment within the diploma; and the nature and
range of common skills and personal development necessary for learning,
employment and participation in the community.
209. Parameters and guidelines for the content and organisation of
diploma programmes, to inform the design of the open diplomas, and
specialised diploma lines and options. 
210. Component design parameters to guide both the evolution of existing
qualifications to become components within the new framework and the
development of new components.
Unified Qualifications
211. The volume of teaching, learning and assessment appropriate to
diploma programmes will require careful consideration. We shall need to take
account of resource implications arising from any increase in the average
volume of 14-19 programmes, including for teaching costs, capital funding,
time-tabling and teacher supply.
212. Development of the Entry level diploma. Further work is now required
to model the Entry level diploma.
213. Design specification for Foundation, Intermediate and Advanced
diplomas. Our work on these levels is more advanced than for Entry level.
Nevertheless, we need to do further work on the details of the model, including
parameters for component size, credit value and articulation with the proposed
adult credit framework. 
214. Variable pace and progression through the diploma framework. 
We are committed to ‘personalised learning’ and the principle that pace and
progression of learning should be determined by learners’ needs. We need to
to consider further:
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• Arrangements for those who progress more quickly than the majority of the
cohort, particularly ensuring the system has sufficient headroom to offer
stretch to the most able learners;
• How to manage the learning of those with uneven progression profiles,
especially where their learning is delivered by more than one institution; and
• Provision of review and guidance to help learners make sense of their
progress through the system.
Assessment
215. We have established a technical group of experts from QCA and the
awarding bodies to consider issues arising from our proposals for the
assessment framework. The group will in particular be examining the
implications of the criterion of fitness for purpose across the variety of diplomas
and our proposal that greater use should be made of internal assessment. 
Transcripts of achievement
216. Further work is needed to identify what should be included in transcripts
of achievement and the potential contribution different ways of recording
achievement could make to a framework in which credit is transferable. We
also need to consider how transcripts could be produced and at what cost.
Our deliberations will need to take into account the recommendations of the
Admissions to Higher Education Review (Schwartz Review) and consultations
with employers, sector bodies and other gatekeepers. 
Awarding and regulatory bodies 
217. There are a number of ways in which the awarding infrastructure could be
configured, and we will need to consider the relative merits and disadvantages
of each in making recommendations about implementation of our proposals in
our final report. Whatever options are recommended, there will be significant
issues of data collection and management. Broadly, we can conceive the
following models:
• A market in which awarding bodies provide individual components, with
individual learners’ achievement being aggregated by a single body (perhaps
by an organisation established for the purpose) as the basis for award of
diplomas;
• Franchising of individual diploma titles to awarding bodies;
• A limited number of awarding bodies able to offer any or each diploma
title if they meet a required specification; and
• A single awarding body responsible for the whole range of diplomas.
218. Each of these models has advantages and disadvantages. We shall need
to consider very carefully how to ensure that awarding body arrangements
reinforce and support delivery of our proposals. 
219. We also need to consider whether individual awarding bodies or a
national ‘centre’ should be responsible for collating, maintaining and issuing
transcripts, and what role the learner should have in supplying their content
(particularly on non-assessed components).
Implementation and implications for the wider
education and training system
220. There are a number of other issues we will need to consider in order to
fulfil our remit to “advise on the practical steps that would be necessary to
implement a unified framework of qualifications on potential costs and on a
process for implementation that would minimise the risk of adverse impact on
young people’s education or the management of the education system”. 
221. Our final report will set out recommendations for the timetable and way in
which the proposals should be implemented; the costs and other resource and
practical implications of reform; and the further policy and implementation work
that will be needed after we have reported. We will want to ensure that what
we propose is within the capacity of institutions and the wider education and
training system to deliver. We will also make recommendations about
arrangements for keeping the diploma framework under review during and
beyond the implementation phase.
222. Recommendations in the final report will focus both on arrangements
needed to realise our proposals fully and the transitional arrangements which
will take us to that end state. We will, for example, consider the extent to which
existing programmes can be integrated into the diploma framework and the
amount of refinement that will be required, and specifically the contribution the
decoupling of AS from A2 might make.
223. We will also consider the implications of our proposals for:
• Key Stage 3 and secondary education – our focus so far has been largely on
refining 14-19 education in order that it provides a seamless transition into
employment or higher learning, but we will also need to consider coherence
with the pre-14 phase and particularly implications of our proposals for KS3;
• integration of Modern Apprenticeships into the diploma framework. We have
expressed our aspiration that this should happen, but appreciate fully the
extent of the differences between MAs at present and between many MAs
and the proposed diplomas; 
• continuity with, and effective progression routes into adult learning and higher
education;
• information, advice and guidance – guidance will be important if young
people are to make the most of the opportunities presented by the diploma
framework. While the Connexions service has succeeded in meeting the
objectives it was set, it is likely that the objectives themselves will need to be
revisited if the demand for more and better guidance is to be met;
• funding framework for 14-19 learning; and
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• performance measurement and accountability systems, such as inspection
arrangements and performance tables.
224. Beyond the lifetime of our working group, there will be significant design
and implementation issues which can only be resolved through further
development work and/or piloting and testing. We will be considering further
the arrangements needed to secure this.
Your views
225. If you would like to comment on the issues identified for further work, or
any other aspect of the report, please:
Send by post to: 14-19 Consultation Unit, Level 1b,
Castle View House
Runcorn
Cheshire
WA7 2HE
Email: reform.14-19@dfes.gsi.gov.uk 
10. Illustrations of
Progress Through the
Reformed System
Summary of this chapter
This chapter builds on the proposals described earlier in the report by
illustrating how some imaginary young people with different personal
circumstances, capabilities and aspirations might progress through the
reformed programme and diploma framework. 
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Jason
Jason grew up in a rural community. At age 11, his parents enrolled him 
at the local community village school. His school taught the national
curriculum to pupils up to the age of 16. He had not demonstrated a
preference for any of the subjects in the national curriculum. He struggled
with written communication and showed a real dislike for English. He
spent most evenings and weekends working on a nearby farm and in his
spare time playing football with his friends. Jason was also a very able
footballer and played for his year’s school team. He did not know what he
wanted to do after he left school, and had always assumed that he would
work on one of the farms near the village. 
From age 14 to 16 his learning programme comprised six main learning
components, including one in mathematics and two in land management.
The village school did not offer that provision, so Jason attended classes
at the Further Education College in the town and used ICT for virtual
lectures. His programme also included a core component in
communication at Foundation level.
By the age of 16, he passed two main learning components at
Intermediate level (including maths) and three at Foundation. The broad
learning programme that Jason studied and the progress he made in
communications enabled him to claim a Foundation diploma with credits
towards an Intermediate diploma. He continued to play football. He was
captain of the school team and was also a striker in the local village
league. His sporting activity and part-time farm work met the wider
activities requirements of his diploma programme. Under the current
system, Jason’s progression in education and training may have
ended at 16. Under the diploma framework, his successes at
Intermediate level, including maths, were credits towards the next
level of the diploma which he recognised as potential further
success in education and training. His interests became much more
orientated towards agriculture.
Jason’s Foundation diploma and credits provided him with the incentive to
study for an Intermediate diploma, the interlocking diploma framework
provided him with a strong Foundation and he recognised that he was
already part way there. He enrolled at the Further Education college in the
town and chose to specialise in land- based provision. He knew that he
needed to gain the threshold minimum of Intermediate level in
communication skills to attain the Intermediate diploma and received special
coaching from the college. He worked successfully on his personal
challenge – a three year business plan on agriculture and farm estates
business. During the final year of his programme he demonstrated a variety
of key skills through this project. At age 19, he attained the minimum
threshold in his core programme and sufficient passes in his main
programme to gain the Intermediate diploma in Land-Based Provision.
Jason still plays football for the village team and also coaches an under -11
primary school team. He is currently working as a farm manager’s assistant
and he is thinking about going to agricultural college to study part-time. 
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Paul
Paul (an only child) grew up in a small town with his father, a divorcee. 
At age 11, he was sent to an independent boarding school in the North
East that taught pupils from 11 to 18. he was particularly gifted in music:
he was a chorister and played both piano and violin. He had always been
academically bright and especially liked maths and ICT. From the time 
Paul joined the school, his teachers appreciated his musical talent and
vocation, and at age 14 it was clear that he would be aiming for an
Advanced diploma. His teachers advised him to keep his options open.
He was happy to do this but, as his passion was music, he wanted to
specialise as soon as possible, with a view to becoming a professional
musician. 
From age 14 to 16 his main learning programme comprised six
Intermediate components including Choral studies and Orchestration. 
He was also able to skip Intermediate level music and instead to follow an
Advanced component in music. Although he was an able mathematician,
he never really developed an aptitude for science. He elected to pursue an
Intermediate component in scientific awareness. Outside of his school
curriculum he attained Grade 8 in Piano and Grade 6 in Violin.
By age 16 Paul had attained six components at Intermediate level
(including English and maths) and one component at Advanced level . 
He also successfully completed his core requirements at Intermediate level
and received an Intermediate diploma with credit towards an Advanced
diploma from maths, English and the Advanced music component. His
extended project was to compose a piece for piano, which he performed
at a recital during the summer term. Paul’s attainment was recorded on 
his transcript. Under the current system, Paul’s progress would
probably have been have been limited to Intermediate level by this
age, he would not have been stretched and his musical skills would
have remained undeveloped.
Paul stayed on at the school, and by age 17, he attained a total of six
components at A1. He elected to continue four of those, and by age 18,
he attained four components at A2 (Performing Arts, English Literature,
Italian and French) while also studying components in music equivalent to
the first year of an undergraduate degree. He successfully completed his
extended project: a piece for four voices which he composed and
arranged himself and performed with three of his friends. He was awarded
a Distinction in his Advanced diploma in Arts and Languages at the school
graduation ceremony. Paul plans to read music at university and then to
become a professional musician.
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Ishmail 
Ishmail grew up in a large city with his parents and four other siblings. 
At age 11, his parents enrolled him at a local comprehensive school with 
a sixth form. He was a quiet boy and spent a lot of his time in his
bedroom on his computer. He did not like sports and preferred to play
computer games. 
By the age of 14 he was very proficient in the use of computer technology.
From 14 to 18 his learning programme included vocational components in
computer science and engineering. He particularly enjoyed maths, science
and ICT, but he struggled with English, which was not his first language.
His core programme addressed this issue with an emphasis on
communication skills.
At age 16, Ishmail had attained six components at Intermediate level,
including maths, science, and engineering; and one component at
Advanced level in ICT. He had also attained one component in English at
Foundation level. However, his core programme had also allowed him to
attain an Intermediate level component in communications. This provided
him with sufficient passes to claim the Intermediate diploma. Under the
current system he would not have had his communication skills
enhanced through a core programme, he would not have been able
to study ICT to Advanced level .
Following the success of the diploma programme and his desire to have
more experience designing and building machines, Ishmail decided to
move into the field of Engineering. At age 18, he completed the Advanced
diploma in Engineering, Technology and Manufacturing. For his extended
project he designed and built a computer-controlled robot. Although he
had attained a merit in his Advanced diploma and enjoyed the theory, he
wanted more hands-on engineering experience, so he chose an Advanced
Modern Apprenticeship programme in Engineering, which he completed at
age 22. Ishmail is currently working as an Engineer in a local business. 
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Sally
Sally grew up in an inner city environment with her mother (a single parent)
and two older brothers. At age 11, her mother enrolled her into a local
comprehensive school for girls, which taught girls up to the age of 16.
Sally described herself as an average girl. She never stood out for any
reason and didn’t know what she wanted to do for a career. She liked to
cook and she wanted to get married and settle down. 
At age 14, her career aspirations had not changed. From the age of 14 
to 16 her learning programme consisted of the national curriculum. At
school, she would drift from lesson to lesson and occasionally out of
school. She rarely applied herself and thought school was boring. At age
15, she fell pregnant. She insisted that she would have the baby and gave
birth two weeks before her exams. She had not been able to prepare for
her exams properly and had missed a lot of schoolwork since becoming
pregnant. At age 16, she left school without any qualifications. The new
diploma structure offers her a clear range of relevant post-16
options which would enable her to identify a suitable nationally-
recognised programme if she chooses to re-enter learning at 
a later date. If she had passed any of the core components for 
a diploma, these would provide credit towards a subsequent
diploma programme. 
Sally became unemployed after leaving school. By age 18, she had
decided to return to education and training and enrolled at a Further
Education college. Her mother looked after Sally’s daughter during the
day. She felt that the health and social care would be a good preparation
for childcare courses, such as CACHE Early Years Care and Education
(NVQ levels 2 and 3). Although she recognised that this Foundation
diploma programme helped her to develop her teamwork and portfolio-
building skills, she found after a few months that she did not enjoy the
specialist content, even though she had completed some components 
to a high standard. Because she had also always enjoyed cooking and
preparing food for parties, she switched to a Foundation diploma in
Commercial Enterprise, specialising in catering, and was able to retain
credit for her progress within the core during her previous programme.
During this new programme she worked part-time for a local private
catering company.
By age 20, Sally claimed her Foundation diploma and had achieved some
components for an Intermediate diploma. She identified her child-care
responsibilities as a wider activity. For her personal challenge she
managed the catering for a number of private events. Her part-time
employment was terminated when the catering company closed down. 
She therefore decided to change career path and re-enrolled at her
previous college to take an Intermediate diploma in Hotel Management
targeted at adult learners. As some of her previous components were
transferable, Sally found she already had credit towards this diploma.
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Razia
Razia lives in a small town with her parents, her grandmother and three
younger sisters. At age 11, her parents enrolled her at her local
comprehensive school. Her school taught the national curriculum to pupils
up to the age of 16. She was of average academic ability. By the age of
14, she had demonstrated an interest in science. She also enjoyed English
but was not strong in maths. She had no definite career plans but knew
that she wanted to go to university with her friends. Her school advised
her that she would be able to specialise in science when she was 16; but
that her weakness in maths might be an obstacle, and she needed to
address a weakness in working collaboratively with her peers. 
From age 14 to 16 Razia’s main learning programme included English and
vocational components in applied science. Her core programme
developed mathematical skills as well as working with other people,
communicating ideas, solving problems, managing resources, critical
thinking and independent learning. She also worked towards an ASDAN
Bronze/Silver award.
By the age of 16, she attained four Intermediate components (including
science and English) and three Foundation components. She also attained
Intermediate level in her core programme, including mathematical skills, for
which she received additional support from the school. This enabled her to
claim an Intermediate diploma. Under the current system, Razia would
have attained four Intermediate level qualifications (including
English and science), but her weakness in maths might have held
her back. Under the diploma framework, her Intermediate core
programme prepared her for study at the higher level. She was 
also more able to tackle project work effectively and study
independently, because of the skills which she acquired in her 
core programme at Intermediate level.
Her interests had become much more orientated towards the sciences. 
She enrolled at a Further Education College to continue her studies working
towards an Advanced diploma. From age 16 to 18, She wanted to expand
her knowledge in health-related subjects and her scientific awareness, so she
studied Advanced level components in biology, chemistry, statistics and health
and social care for an Advanced diploma. She also sought to convert her
mathematical skills to more theoretical and conceptual mathematics at
Intermediate level to support her science studies. She was able to integrate
these subjects in her extended project, which examined the views of a
statistically valid sample of users of local ante-natal services. Her college
worked in collaboration with the local hospital trust on health-related science
issues. She attended lectures at the Further Education college and worked as
a volunteer at the Hospital Trust. Her work at the Hospital was recognised as
a wider activity and this was listed on her diploma transcript.
At age 19 Razia attained three A2 and four A1 components and completed
her Extended Project. She also passed an Intermediate component in
mathematics for scientists. She achieved a Merit in her Advanced diploma
in Sciences. She plans to go to university to study Pharmacology.
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James
James lives with his parents and older brother in a large town. At age 11
his parents enrolled him at the local comprehensive school. He did not like
school. He was disruptive and bullied the other pupils with the threat of his
older brother. He would often skip lessons and when challenged would
became abusive. He was suspended on a number of occasions. 
At age 14 he still felt disengaged with school. The only lessons he enjoyed
were craft lessons; he enjoyed working with his hands and liked the craft
subject teachers. He had very little interest in the other subjects that were
offered in the national curriculum. He was quite a skilled carpenter and he
also enjoyed metal work. His work based training was with a local joinery
firm. Much of the equipment was computerised and he found a new
interest in working with computerised lathes. He also discovered an interest
in technical drawing using computer-aided design. His skills developed in
marquetry and he developed an appreciation for applied maths.
At age 16 James attained three components at Intermediate and two at
Foundation level. He also achieved an Intermediate level personal
challenge and Foundation level in the other aspects of his core
programme. This success enabled him to claim a Foundation diploma. His
transcript emphasised the work- based training that he had undertaken.
Under the current system, James would have attained three Intermediate
qualifications (including maths) and two at Foundation level. Under the
diploma framework he identified how he could progress through
the diploma system with limited academic study but by
concentrating on the key skills and ensuring that he had the
threshold requirements for the diploma. 
He enrolled at a local FE college on an Intermediate diploma programme
in Construction. He was advised that he would need to balance his
curriculum with mathematical skills and communications in order to attain
his Intermediate diploma. He also worked part-time at a local joinery to
gain further experience and learned how to use a computer-aided Design
system to plan out designs for architects. 
At age 19, James attained his Intermediate diploma in Construction and
gained additional credit towards an Advanced diploma in the same area.
He is now employed as a joiner and is continuing to study part-time for his
Advanced diploma in Construction.
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Appendix A 
Glossary
Term Meaning
Academic focusing on the acquisition of facts, information and abstract
theoretical, rather than practical, knowledge. Usually
contrasted with vocational and applied, though general
vocational qualifications have blurred the distinction. 
Advanced Level Highest level below under-graduate study; achievement at
Level 3
Component Individual element of learning, combinations of which form
programmes and diplomas within the proposed 14-19
framework. Components may vary widely in their levels 
and volumes.
Core Compulsory components and learning outcomes common
to all diplomas of a certain level
Coursework Independently produced piece of work, which is marked by
teachers and externally moderated
Credit Value ascribed to a component of a programme or
qualification for the purposes of aggregation to form 
a larger qualification
Curriculum The specified content of teaching and learning programmes
Differentiate Make effective distinctions between different levels of
performance 
Diploma Proposed qualification awarded on completion of a
minimum level of achievement across a range of core and
main learning components
Elective Optional Component(s) chosen by the learner as part of 
a qualification or programme, though potentially required for
the award of certain qualifications 
Employability Generic skills required for successful participation in the 
skills workplace – e.g. interpersonal skills, organisational skills
End-user The ultimate beneficiaries of the 14-19 education system,
especially HE and employers, in addition to learners
themselves.
Entry Level Achievement broadly equivalent to the first three levels of
the National Curriculum framework.
External Assessments set or defined, and marked and/or 
assessment moderated by awarding bodies.
False start Occurs when a learner embarks on a programme or
qualification but does not complete it. 
FE Further Education; usually refers to post-16 education other
than that undertaken in school sixth forms.
Formative Assessment used to support teaching and learning, 
assessment monitor learners’ progress and illuminate their strengths and
weaknesses. Often referred to as assessment for learning.
Foundation Achievement at Level 1
Level
General Of a programme or qualification within the National 
vocational Qualifications framework,: broad vocational provision
relating to an employment sector, but not geared to 
a specific occupation or career path
Generic skills Skills, such as number and communication, inter-personal
skills and improving own learning performance, which are
not tied to specific subjects or areas of learning.
HE Higher Education; learning at level 4 or above or the
institutions which deliver this
ICT skills Information and Communication Technology skills;
competence in the use particularly of computers;
computer literacy
Individual A record of the progress, achievements and learning goals 
Learning Plan of individual learners
Intermediate Achievement at Level 2
Level
Internal Assessments, which are typically devised, marked and 
assessment even moderated at school or college (centre) level. 
The teacher would use the grades/ marks resulting from 
a learner’s performance in tasks or projects which form 
part of their learning programme.
Key Skills Nationally recognised specifications for a range of essential
skills: communication; application of number; IT; working
with others; improving own learning performance and
problem solving
Level 1 Within the National Qualifications framework, achievement
equivalent to NVQ level 1, 5 GCSEs grade G or above,
Foundation GNVQ and equivalent qualifications. Also used
to describe any qualification which may contribute towards
this level and volume of achievement.
Level 2 Achievement equivalent to 5 GCSE grades A*-C or
equivalent vocational qualifications, Level 2 NVQ,
Intermediate GNVQs and equivalent qualifications. Also
used to describe any qualification which may contribute to
this level of achievement.
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Level 2 English and maths currently provide the baseline for
individuals being considered functionally literate and
numerate.
Level 3 Achievement equivalent to two A levels, Level 3 NVQ or
equivalent vocational qualifications. Also used to describe
any qualification which may contribute to this level of
achievement.
Main learning Learning which constitutes the bulk of each diploma within
the proposed framework. Content may be specialised
or open.
Mentor Someone who provides support and challenge to a learner
appropriate to their particular development needs. Umbrella
term for those who perform this function under a variety of
headings, including tutor etc.
Moderation Checking of a sample of coursework or exam scripts or
other assessments by examiners other than those involved
in the original marking process
Modular A programme or qualification composed of a number of
smaller, separately assessed units or components
Module A separately assessed component. Also unit
Occupational Of a programme or qualification: geared to a particular
occupation or career path
Open diplomas Offer learners relatively unregulated freedom to choose
mixed programmes to study towards the completion of
the diploma (though they must still complete the core)
Personal Awareness of own strengths, weaknesses, preferred 
awareness learning styles, ambitions and achievements etc.
Portability The ability to transfer achievement within one programme or
qualification into other programmes into which it is relevant 
Portfolio Assessment style in which the learner gathers together 
assessment evidence of achievement as a basis for assessment.
Programme Overarching term for a combination of components
followed by an individual or group of young people.
Programmes may differ in coherence, volume, level and
length, but share the characteristic of bringing components
together into a whole
Progression movement through a series of learning phases or levels;
usually dependent on each new phase or level building on
the last
Specialised Enable learners to focus on the learning needed for 
diplomas progression within a particular employment or learning
pathway for which a specified range of knowledge and
skills is needed.
Specification Framework setting out the curricular areas and learning
objectives that must be covered for the completion of 
a particular programme, but not how they must be
delivered.
Summative Assessment used to measure performance, usually at the 
assessment end of a module or programme
Supplementary Learning which supports or complements a specialised 
learning area of learning, such as the mathematics needed in the
study of science.
Teacher Generic term used to denote those who deliver
programmes to learners. We have used it to include 
FE lecturers and tutors, as well as those delivering in 
a school setting
Teacher-led Assessment set, marked and even moderated internally. 
assessment Also internal assessment
Threshold The minimum level and volume of achievement required for
a specified purpose (eg to pass a diploma)
Transcript Document specifying the details of progress and
achievement in different components of the proposed
diploma.
Transition Progression from one phase of learning to the next
Unit An element of learning within a larger programme,
component or qualification. May or may not be assessed
individually. 
Vocational Learning geared to a particular occupation or area of
employment; practical or applied rather than abstract
theoretical
Wider activities Activities which takes place outside the formal classroom 
or other learning environment, for instance, community
work, sports and arts and personal awards, such as 
Duke of Edinburgh
Work-based Learning which takes place predominantly on-the-job, 
learning rather than in structured learning settings
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Appendix B 
Summary of proposals
in the July progress
report and consultation
responses
Summary of the Progress Report
1. On 16 July 2003, the Working Group on 14-19 Reform published a
Progress Report entitled Principles for Reform of 14-19 Learning Programmes
and Qualifications. The Working Group were looking at the long-term
development of 14-19 learning programmes’ and qualifications as part of the
wider 14-19 reform programme set out by the Government. The purpose of
the report was to promote debate and consult on the broad issues of principle
and design features of an approach to planning, assessment, and a national
framework of qualifications in England. The report proposed: 
A balanced curriculum
• All 14-19 year olds should follow programmes of learning which contain 
a balance of:
• • The general skills and knowledge which everybody needs for adult life and
to undertake further learning and employment. These might include literacy,
numeracy and IT skills.
• • Specialised learning, such as specific academic or vocational knowledge
and skills which enable them to progress to the higher education, training
or career path which they want to follow.
• • Supplementary learning which will help support their progress. This might
include modern languages or mathematics where these would help support
the specialist study, or high level analytical or research skills that could be
useful during a university course.
A new diploma framework
• Young people should work towards a high-status diploma qualification
covering the whole of their learning programme, rather than existing individual
qualifications such as GCSEs, GNVQs, A levels and NVQs. 
• Different types of diploma would prepare young people for the different types
of further learning, training or employment. 
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• Diplomas would be available at the same levels as existing qualifications. 
For instance, there would be some diplomas which would be at least as
demanding as A levels, the awarding bodies own Advanced qualifications
such as BTEC National Diplomas and other Advanced courses, others at the
same levels as GCSEs and Intermediate/Foundation GNVQs; and some
equivalent to Entry Level certificates.
• In order to achieve a diploma, young people would complete a mixture of
specialist, general and supplementary learning, divided into a range of
components or modules to allow learners to choose a variety of options
within their overall diploma. The diplomas might also recognise their wider
activities, experiences and interests such as sports, arts and voluntary work. 
• Some existing GSCE, A level, NVQ or other courses could become
components within the new diplomas. Other components would need to be
designed specifically for the new diploma qualifications. 
• In some ways the diplomas would be more stretching than the qualifications
which young people take now because they would include a wider variety of
work, such as new types of project possibly covering more than one subject.
• Over the course of the 14-19 phase, young people would take fewer written
examinations than now; and there would be more assessment by their
teachers, lecturers and trainers.
Consultation
2. There were over 350 responses to the consultation process, which ended
on 16 October 2003. The proposals put forward in the Progress Report were
strongly welcomed by the majority of respondents. We have received a great
deal of feedback that has provided us with a number of important views on the
policy and its development. 
3. In response to the results of the consultation, we are making some
changes to the proposals. 
4. The results of the consultation process provided a basis for the
development of more detailed proposals. Consultation activities included:
• Formal written consultation 
• Where respondents were asked to consider key questions around the
objectives of reform; the qualifications framework; assessment; and a
coherent learning programme the answers to these questions and comments
made have directly shaped the Interim Report. 
• Stakeholder conferences
• Working Group members worked with key stakeholder and regional groups
to gather ‘grass roots’ opinion on the proposals. The Working Group ensured
that the proposals carefully considered the concerns and views of those at
the front line of education and training delivery.
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• Meetings and discussions with key partner organisations
• As part of the wider consultation process the Working Group engaged with
their Associate Network to discuss the priorities that had been identified in
the Progress Report. The Working Group also arranged further conferences
to engage effectively with representatives from the education sector, the
voluntary sector and industry.
• Focus group-based discussions with young people
• The Young Persons’ sub-group arranged a number of focus groups to
address the issues and concerns raised by young people. The Working
Group understood that the views of young people are significant and have
used the results from the focus groups to inform the Interim Report.
• Active stakeholder involvement in the group’s work through a range
of policy sub-groups
• The Working Group created a number of sub-groups to look at the specific
interest of key stakeholders these include: Employers; Higher Education;
Young People; Special Educational Needs and Equal Opportunities. These
groups highlighted the issues of their particular interest groups, and advised
the Working Group on how they might be addressed in a new system.
Overview
5. The majority of respondents were strongly in favour of the proposals
detailed in the Progress Report. Respondents welcomed the vision of 
a coherent 14 to 19 phase of education based on coherent, balanced
programmes recognised through a framework of diplomas. Many welcomed
the government’s five to ten year implementation timetable along with the
commitment to develop plans for a carefully phased and properly funded
implementation of future proposals. Most respondents agreed that it was
important to recognise and encourage a variety of learning styles which would
enable students to make choices and become independent learners. Many
respondents felt that the emphasis should be on life long learning and not be
age specific, and that collaboration between schools, colleges and employers
was vital for these proposals to be successful.
6. Although the general response to the proposals were very positive some
respondents felt that students should continue to be awarded separate
qualifications in individual subjects and did not support the introduction of an
overall diploma. Many were concerned that teachers would be overburdened
by a significant increase in teacher led formative assessment, and of the need
to avoid the return of the ‘tick box’ approach. Some suggested that issues
such as age related assessment, aggregation, regression, and comparability
between subjects should be addressed by the Working Group. 
7. Most said the development of general learning skills and attributes was of
paramount importance, because many young people lacked basic skills by the
time they reached the end of compulsory education, and the development of
generic skills should be embedded in all learning. Some respondents
suggested that professional chartered assessors could be licensed to verify
standards of assessment. Generally, it was felt that the final qualification, (the
diploma), should reflect the entire programme of learning an individual has
undertaken rather than particular subjects. Under the proposed framework, the
diploma should represent a balanced mixture of the three components of the
learning programmes. However, the framework should be flexible enough so
that the weight given to different components may vary between learners and
over time for a single learner. Moreover, the final qualification may specify
individual units of study in some form or another. Four levels of diploma have
been proposed: Entry, Foundation, Intermediate and Advanced. The new
diploma should be more stretching than existing qualifications, but there will be
fewer written exams because individual teachers will take greater responsibility
for assessing their own pupils’ performance.
Given the major structural reforms being suggested, many respondents felt that
there would be a need for a considerable public relations exercise to educate
parents and employers about the new reforms. 
The Views of Young People
8. We have particularly sought to establish the views of young people, both
through reviewing existing research and survey evidence, and by conducting 
a series of focus groups of young people from a range of capabilities and
backgrounds. We have sought to integrate these messages into our further
work. Two messages have emerged particularly strongly: 
• Young people’s perceptions about the existing system are strongly linked to
the extent to which they feel themselves to be successful. Broadly, high
achieving young people saw less reason for reform, and felt they had more 
to lose, than those in lower achieving groups
• young people’s perceptions of the status and value of qualifications, and their
motivation to learn are strongly related their perceptions of the value which
others such as employers and HE place on their achievement.
9. The focus groups recognised and valued the scope within the proposals 
for personal as well as academic development. Vocational and project based
options particularly appealed to those who wanted to build in relevance to the
‘real’ world in what they were studying. Most of the focus groups agreed that the
changes proposed had the potential to raise the status of the vocational routes.
10. The focus groups felt that the changes would allow young people an
opportunity to have greater ownership of their education and to specialise
earlier. Although the focus groups valued the contribution that the core would
make to learning up to the age of 16, it was felt by some that after 16 the core
elements were seen as only suitable for the less able. 
11. Given the importance of the proposals being suggested, all focus groups
thought that it was essential for the proposals to be clearly explained in
language that could be easily understood. 
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Further information
12. More detailed summaries of the written consultation responses and young
people’s focus groups are available on-line at www.14-19reform.gov.uk.
Appendix C 
Aspects of the Core
Component Discretely Common Attainment Minimum level 
delivered syllabus recorded of attainment 
for all specified 
diploma for diploma 
lines award
Maths skills/ Usually,  Common Yes Yes, at the level 
communication yes syllabus of the overall 
skills objectives, diploma for Entry, 
but delivery Foundation and  
may be Intermediate 
tailored to  levels; and at 
different Intermediate 
diplomas. level for 
Advanced 
diplomas. 
ICT Possibly Yes Yes Yes
Extended Yes No Yes Yes, at the level 
project/personal of the overall 
challenge diploma.
Wider activities Yes No, but Diploma No, but learners 
specification transcripts will need to 
needed of offer the undertake a 
qualifying possibility specified volume 
activities. of recording of qualifying 
achievements activities.
in wider 
activities.
Common skills No –  No, but Yes, in No
delivery common student’s
integrated skills should transcript 
across the be reflected  and indirectly 
programme in the design, through 
as a whole. assessment, achievement 
and teaching of other 
and learning diploma 
of all components.
diplomas.
Personal review, Yes No Yes, in No
planning and transcript.
guidance
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Appendix D 
QCA framework for
sectors and subjects
Area First Tier Second Tier
1. Health, Public Medicine and Dentistry; Nursing and  
Services and Care subjects and vocations allied to Medicine;
Health and Social Care; Public Services;
Child Development and Well Being
2. Science and Mathematics Science; Mathematics and Statistics
3. Agriculture, Horticulture Agriculture; Horticulture and Forestry; 
and Animal Care Animal Care and Veterinary Science;
Environmental Conservation
4. Engineering and Engineering; Manufacturing Technologies; 
Manufacturing Transportation Operations and 
Technologies Maintenance
5. Construction, Planning Architecture; Building and Construction; 
and the Built Environment Urban, Rural and Regional Planning
6. Information and ICT Practitioners; ICT for Users
Communication 
Technology
7. Retail and Commercial Retailing and Wholesaling; Warehousing 
Enterprise and Distribution; Service Enterprises;
Hospitality and Catering
8. Leisure, Travel and Sport, Leisure and Recreation; Travel and 
Tourism Tourism
9. Arts, Media and Performing Arts; Crafts, Creative Arts and 
Publishing Design; Media and Communication;
Publishing and Information Services
10. History, Philosophy History; Archaeology and Archaeological 
and Theology Sciences; Philosophy
Theology and Religious Studies
11. Social Sciences Geography; Sociology and Social Policy;
Politics; Economics
Anthropology
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Area First Tier Second Tier
12. Languages, Literature Languages, Literature and Culture of the 
and Culture British Isles; Other Languages; Literature
and Culture; Linguistics
13. Education and Training Teaching and Lecturing; Direct Learning
Support
14. Preparation for Life Foundations for Learning and Life; 
and Work Preparation for Work
15. Business, Administration Accounting and Finance; Administration; 
and Law Business Management; Marketing and
Sales; Law and Legal Services
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Appendix E 
Working Group on 
14-19 Reform: 
Terms of reference 
1. The Working Group is invited to consider the three overlapping strategic
directions for change identified in the Department’s response to its consultation
on the Green Paper, 14-19: extending opportunities, raising standards, and to
make recommendations. 
2. The Government is looking for progress over time towards: 
• strengthened structure and content of full-time vocational programmes, and
to offer greater coherence in learning programmes for all young people
throughout their 14-19 education; 
• assessment arrangements for 14-19 year-olds that are appropriate to
different types of course and styles of teaching and learning, with the overall
amount of assessment manageable for learners and teachers alike; and 
• a unified framework of qualifications that stretches the performance of learners,
motivates progression, and recognises different levels of achievement. 
3. In considering these three overlapping areas the Group should identify and
propose action to resolve the range of issues affecting an effective 14-19
strategy that have not been already addressed by the agenda set out in the
Government’s response to its 14-19 Green Paper. The Group is asked
specifically to consider the recommendations for the longer term identified by
Mike Tomlinson in his second report into A Level standards. The Group is also
asked specifically to consider the following: 
Coherent learning programmes: 
4. To examine and, where appropriate, make recommendations on how: 
• programmes, particularly predominantly vocational programmes, should be
better structured to offer clear progress and achievement; 
• such programmes can be more readily understood as part of a clear
framework, progressing from Key Stage 4 to further options in skilled
employment or higher education; 
• such programmes might be developed to achieve broad public recognition
and currency with employers and HE providers as a distinctive choice with
respected outcomes; 
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• the qualifications goals in programmes can best provide an appropriate
combination of general and specialist education; 
• 14-19 programmes generally can help promote the acquisition of essential,
practical skills for life, and how also they might encourage the development
of analytical, problem-solving and thinking skills and the confidence and
ability to present and argue conclusions; 
• the contribution of employers to the design and delivery of this framework
could be strengthened; and 
• additional breadth and complementary study should be included within the post
-16 element of 14-19 programmes, particularly for the most able students. 
5. Though this aspect of the Group’s work should encompass all learning
within the 14-19 phase, the priority is to address 16-19 programmes of study
outside the A Level route. 
6. The Group should focus on programmes from Level 1 to Level 3 and
should reflect the needs of learners at all levels. The Group should include the
contribution of the Key Skills qualifications, including the wider Key Skills. The
Group will note that the structure and promotion of Modern Apprenticeships
have been the subject of a recent major review under the chairmanship of 
Sir John Cassells and the reforms that are being taken forward by the Learning
and Skills Council. 
Assessment arrangements 
7. To examine and, where appropriate, make recommendations on how the
nature and amount of assessment for 14-19 year-olds should develop to
ensure that arrangements: 
• are fit for purpose and match the teaching and learning styles appropriate to
both qualification and course of study; 
• are manageable for students, taking account of the amount of assessment
during the 14-19 phase and during examination periods; 
• ensure manageable administrative costs on schools, colleges, training
providers and awarding bodies; 
• motivate all learners, including support for those facing physical or social
barriers to learning and slower learners so that perception of earlier failure is
avoided; 
• maintain sufficient independence and transparency to deliver consistent,
reliable standards; and 
• command the support of employers, higher education and the wider public,
including young people. 
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This strand of work, which should focus on the principles underpinning
effective assessment rather than looking at the detailed arrangements within
individual qualifications, will include the assessment of all general qualifications
which may be undertaken by young people from the start of Key Stage 4 to
the age of 19. It should, however, consider Mike Tomlinson’s recommendations
for the decoupling of the AS and A2 to create two free-standing qualifications. 
8. It should take account of the assessment required at the end of Key Stage
3 to provide a basis for wider curriculum choice at 14. 
9. The work of the Group on assessment should include GNVQs and A
Levels in vocational subjects but excludes NVQs, other occupational
qualifications and the requirements of Modern Apprenticeships (but the work of
the Group on coherent learning programmes must include NVQs and other
occupational qualifications). 
A unified framework of qualifications 
10. To examine and, where appropriate, make recommendations for a unified
framework of qualifications for the 14-19 phase of education that will: 
• provide a challenge for all students, including the most able; 
• embrace the full range of programmes of study; 
• raise standards of achievement at 19; 
• provide a template for a broad and engaging educational experience; 
• deliver consistent robust standards and be capable of rigorous, impartial
assessment; and 
• be capable of commanding a wide range of support among key
stakeholders, in particular higher education and employers. 
11. The Group should advise on the practical steps that would be necessary
to implement such a model, on potential costs and on a process for
implementation that would minimise the risk of adverse impact on young
people’s education or the management of the education system. In doing so, 
it should consider the merits and implications of decoupling the AS and A2 to
create two free-standing qualifications as recommended by Mike Tomlinson, 
as a practical step towards the implementation of such a model. 
12. The Group should include all education and training undertaken by young
people in the 14-19 phase. The Group should consider how the achievement
of a Modern Apprenticeship should be integrated within the awards structure. 
Cross-cutting considerations 
13. The Group should have regard to the following cross-cutting priorities: 
• to increase post-16 participation and attainment, and to narrow the
attainment gap; 
• to enhance diversity and breadth of provision, local innovation and student
choice; 
• to meet the needs of low achievers and those who face significant obstacles
to learning; 
• to reduce the significance of 16 as a potential break point and focus on
outcomes at 19; and 
• to reduce unnecessary burdens on the system, especially on teachers and
learners. 
14. The Group will be expected to: 
• consult and take account of the views and requirements of key stakeholders
including employers, higher education and young people themselves; 
• take account of the ways in which these issues are managed in other
countries; 
• ensure that proposals take due account of the need for value for money and
cost-effectiveness in the use of resources; and 
• take into consideration the early emerging evidence from the 14-19
pathfinder projects. 
15. The Group should issue an interim report on its findings within a year, 
with a view to finalising its work within 18 months. It will also be expected 
to provide interim reports on progress with aspects of its work at intervals 
to be agreed. 
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Appendix F 
Membership of the
Working Group and
Sub-Groups
I. Working Group on 14-19 Reform
Chair:
Mike Tomlinson CBE
Members:
John Berkeley OBE Senior Fellow and Director, National Apprenticeship
Monitoring Unit, SEMTA (Sector Skills Council for
science engineering and manufacturing technologies)
Simon Culmer Operations Director, Cisco Systems UK and Ireland 
David Eastwood Vice Chancellor, University of East Anglia
Carmel Flatley Director of HR and Training, McDonald’s Restaurants Ltd 
(up to June 2003) 
Ian Ferguson  Chairman, Data Connection Ltd
(from July 2003)
Helen Gilchrist CBE Principal, Bury College
Edward Gould Master, Marlborough College
John Guy OBE Principal, Farnborough 6th Form College 
Carolyn Hayman OBE Chief Executive, the Foyer Federation
Colin Hilton Executive Director, Liverpool City Council 
David Melville CBE Vice Chancellor, University of Kent 
David Raffe Professor of Sociology of Education, University of
Edinburgh
Jennifer Slater Principal, Northallerton College
Ken Spours University of London Institute of Education
Kathleen Tattersall OBE former Director General, Assessment and
Qualifications Alliance
94
14-19 Curriculum and Qualifications Reform
Interim Report of the Working Group on 14-19 Reform
DfES Observer:
Janice Shiner Director General for Lifelong learning, DfES
Secretary:
Matthew White
Secretariat team:
Suzanne Agha
Audrey Beckford
Nicholas Holmes
Ashni Jugurnauth 
Nancy McLean
Yvonne Onyeka
Rob Simpson
Kate Taylor
II Sub-Groups
Assessment Sub-Group
Chair: 
John Guy Principal, The Sixth Form College, Farnborough
Members:
Alison Wolf Institute of Education
(until January 2004)
Andrew Grant St Albans School
Celia Johnson DfES
Delyth Chambers Director of Admissions and Recruitment, University 
(from October 2004) of Birmingham
Kathleen Tattersall
Liz Whittome QCA
Martin Cross Education Consultant, Edexcel 
Mike Cresswell AQA
Robert Taylor Head of Curriculum and Standards Programme 
14-19, QCA
Sara Coldicott Director (Vocational Assessment), OCR
Sue Kirkham Headteacher, Walton High School, Staffordshire
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Coherent Programmes Sub-Group
Chair:
Jennifer Slater Principle, Northallerton College
Members:
Gary Forrest Programme Leader 14-19 Curriculum and Standards
Team, QCA
Stuart Gardner 14-19 Policy Manager, Learning and Skills Council
Helen Gilchrist Bury College
Edward Gould Marlborough College
Carolyn Hayman The Foyer Federation
Chris Humphries Director General, City and Guilds
John Jones DfES
Kalpana Joshi Sector Skills Development Agency
Martin Lamb Learning Sills Council
Fiona McMillan Bridgwater College
Judith Norrington Director of Curriculum and Quality, 
Association of Colleges
David Sherlock Adult Learning Inspectorate
Ken Spours Institute of Education
Hilary Steedman Senior Research Fellow, London School of Economics
Employers Sub-Group
Chair:
Brian Stevens Director, Finance and Education Services Ltd
Members:
Nicky Bishop Royal Banks of Scotland Group
Matthew Chiles Business Development Unit, DfES
Ian Ferguson Data Connection Ltd
Linda Graham Marks and Spencer
Caroline Hughes Small Business Council
Tim Hutchings Hertfordshire Chamber of Commerce & Industry
Kalpana Joshi Sector Skills Development Agency
Jim Moore BT
Alice Rigby Policy Development Officer, Federation of Small
Businesses
Chris Rogan Director of the Alliance for Skills and Productivity,
Northwest Development Agency 
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Higher Education Sub-Group
Chair: 
David Eastwood University of East Anglia
Members: 
Patricia Ambrose Executive Secretary, SCOP
Robert Burgess University of Leicester
William Callaway University of Hertfordshire
Kel Fidler Northumbria University
Anthony McClaran UCAS
Jane Minto University of Oxford 
John Rushforth HEFCE
Yvonne Salter Wright Assistant Registrar (Undergraduate Recruitment and
Admissions), University of Warwick
Ruth Thompson Director of Higher Education Strategy and
Implementation, DfES
Fiona Waye Policy Advisor, Universities UK
Geoff Whitty Institute of Education
SEN and Equal Opportunities Sub-Group
Chair:
Colin Hilton Liverpool City Council
Members:
John Brown QCA
Jeremy Crook Black Training and Enterprise Group
Lesley Dee University of Cambridge
Jennie Espiner
Peter Gray National Association of Special Education Needs
(NASEN) 
Diana Leonard CREG, Institute of Education
Gillian Reay OfSTED
Ruth Perry QCA
Nicola Rollock The Runnymede Trust
Janet Ryland Programme Manager, Learning and Skills Council
(National Office)
Christine Steadman OfSTED 
Barbara Walter Skill: National Bureau for Students with Disabilities
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Unified Qualifications Framework Sub-Group
Chair:
Mike Tomlinson CBE
Members:
Simon Culmer CISCO
John Dunford General Secretary, Secondary Heads Association
Ian Ferguson Data Connection Ltd
John Jones DfES
Ann Hodgson Institute of Education, University of London
David Melville University of Kent
Pam Morris Qualifications Curriculum Authority
Judith Norrington AoC
David Raffe University of Edinburgh
Brian Stevens Finance and Education Service Ltd
Kathleen Tattersall 
Young People Contact Sub-Group
Chair: 
Carolyn Hayman The Foyer Federation
Members:
John Berkeley Senior Fellow and Director, National Apprenticeship
Monitoring Unit, SEMTA (Sector Skills Council for
Science Engineering and Manufacturing Technologies)
Laura Brickwood National Union of Students
Julia Carlin Quality and Development Manager, The Prince’s Trust
Carol Jackson Young Adult Learners Partnership 
Margaret Maden Keele University
Andrew Mellon DfES
John Ratcliff Learning Skills Council
Tim Shiles DfES
Oli Watts Educational Consulting
Appendix G
Comments Form 
We welcome your comments on any aspect of the Interim Report, and
particularly on those issues outlined in the next steps chapter, chapter 9.
The information you send to us may be shared with colleagues within the
Department for Education and Skills and selected organisations involved in the
development and implementation of our proposals. It may be published as part
of a summary of comments made on the Interim Report. We will assume that
you are content for us to do this. If you are replying by email, your consent
overrides any confidentiality disclaimer that is generated by your organisation’s
information technology system. If you do not wish for your comments to be
published as part of a summary, then please request this in the main text of
your response.
We may, in accordance with the Code of Practice on Access to Government
Information, make available on public request, individual responses. This does
include your comments unless you tell us that you wish them to remain
confidential.
Please insert ‘X’ if you want us to keep your 
response confidential
Name
Organisation
(if applicable)
Address
Please insert ‘X’ in one of the following category boxes that best describes
you as a respondent.
National organisation Sectoral organisation
Regional organisation Local organisation
Subject association Representative body
Educational institution Training provider
Individual Other
Please use this space to provide a more specific description.
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Comments: (You can continue on additional sheets if necessary)
Thank you for taking the time to let us have your views. We do not normally
acknowledge receipt of individual responses unless you put an X in the box
below.
Please acknowledge this reply 
Please send comments to the address shown below by 11 May 2004
Send by post to: Consultation Unit, Department for Education and Skills,
Level 2a, Castle View House, Runcorn, WA7 2GJ.
Or by email to: 14-19reform@dfes.gsi.gov.uk
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Additional copies of the document can be obtained free of charge from: 
DfES Publications 
PO Box 5050 
Sherwood Park 
Annersley 
Nottinghamshire 
NG15 0DJ 
Telephone: 0845 602 2260 
Facsimile: 0845 603 3360 
E-mail: dfes@prolog.uk.com 
Quoting reference: 
14-19 Reform Interim Report DfES/0013/2004 
14-19 Reform Interim Report Summary DfES/0219/2004
14-19 Reform Interim Report Summary – Employers DfES/0220/2004 
14-19 Reform Interim Report Summary – Higher Education DfES/0221/2004 
14-19 Reform Interim Report Summary – Parents and Young People DfES/0222/2004 
14-19 Reform Interim Report Leaflet – The Future of 14-19 Learning DfES/0230/2004 
Copies of the Summary version will also be available in the most commonly used minority ethnic
languages and in audio (Ref: DfES/0013/2004Audio), and Braille (Ref: DfES/0013/2004Braille) versions. 
© Crown Copyright 2004 
Extracts from this booklet may be reproduced for non-commercial education or training 
purposes on condition that the source is acknowledged. 
